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CIEP, Sèvres - France 
 
1. National Background 
In France, recent initiatives have aimed to offer foreign language teaching to all primary 
level pupils from the age of six onwards. A lack of qualified teachers has meant that this 
policy is only being introduced gradually. In secondary education, two foreign languages 
are compulsory between the ages of 11 to 15 (collège), while between 16-18 (lycée), one 
foreign language is compulsory and up to 3 may be studied.  
 
A major shift in French teacher education recently was the creation of the IUFM (Institut 
Universitaire de Formation de Maîtres) in 1990. These are specialised teacher education 
institutions for primary and secondary level teachers. There are 31 IUFM in total, run by 
the Ministry of Education. Each IUFM is attached to the universities in its academy and 
maintains close teaching ties with them, while remaining independent. In the first year, 
IUFM prepare trainee teachers for the state teaching examination and in the second year, 
organise teacher education and school-based practice.  
 
Once candidates have passed state teaching examinations in France, they become civil 
servants, and receive a salary for the second year of their teacher education.  
 
A recent report1 has stressed the need for the ongoing professionalisation of teacher 
education in France, placing special emphasis on subject didactics, international 
communication, language for business and ICT.  
 
1.2 Initial teacher education 
Initial teacher education is organised by the IUFM over two years. For secondary 
teachers, the entry requirement is a B.A. equivalent degree, usually in the language to be 
taught. The first year comprises courses in grammar, linguistics, history, literature and 
culture, translation, ICT and language teaching methodology. This is tested by the 
competitive state teaching examination, the C.A.P.E.S (certificat d’aptitude professionnelle à 
l’enseignement secondaire). For those who succeed, the second year focuses more on practical 
teaching experience, including training in mentoring and classroom observation. 
 
Initial primary teacher education also takes place in the IUFM over two years. Most 
primary school teachers are still educated as generalists, but there is increasing emphasis 
on their ability to teach foreign languages, which from 2002 were incorporated into the 
IUFM curriculum. Language teaching until recently relied on the generalist teacher being 
a linguist, or on employing a local lower secondary school teacher for specific language 
classes.  From 2005, primary level teachers will need to hold a certificate in foreign 
language teaching. 
 
1.3 Continuing Teacher Education (in-service) 
Although in-service education is not compulsory for foreign language teachers in France, 
there is a strong infrastructure for its provision to those who want to take advantage of 
it. Networks known as GRETAs provide education advisers for those who wish to 
continue their in-service education. The Centre national d’enseignement à distance (CNED) 
also plays a major role in in-service education. Academies have in-service teacher 
education provision that they often operate through the IUFM; they also have centres for 
specialised in-service education for teacher educators known as CAFOC (Centre 
                                                 
1 Bernard Cornu and Jean Brihault, ‘Nouveau dispositif de la formation des maîtres’, Rapport d’étape à 
Monsieur le Ministre de l’Education Nationale, 2001 
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Académique de Formation Continue): these deal with strategies for the organising and 
planning of trainee teacher education. In addition, the Ministry of Education organises 
in-service education schemes and summer courses for foreign language teachers. 
 
2. Case study context 
This case study will focus on the Centre international d’études pédagogiques (CIEP) in Sèvres. 
This institution differs from most of the other case studies in this report in that it does 
not offer a full-time foreign language teacher education programme. Instead, the 
institution functions as the nodal point of a network connecting the French Ministry of 
Education, foreign language teacher education institutions in France, Europe and 
internationally and the European Union.  
 
CIEP positions itself as a public institution which facilitates cooperation and research, 
realising the policy initiatives of the Ministry of Education, engaging in research 
commissions from the European Union, and linking French educational establishments 
with partners abroad. Its role is to carry out large-scale projects related to language 
teacher education, to offer focused in-service education to language teachers, and to 
provide expert advice and support to the Ministry of Education. Its other major area of 
action is in the field of educational direction and planning. There is a separate 
department dealing with all areas of educational organisation and administration.  
 
While its relationship with the Ministry of Education is very close, CIEP remains an 
autonomous institution, free to pursue its own projects and research agendas. As a key 
player in creating European and wider international networks in France, CIEP’s vocation 
is as an opérateur, whose role is to provide frameworks and practical measures for a 
diverse set of policies, educational projects and communication networks. 
 
The French state provides 50% of CIEP’s budget, while the remaining 50% comes from 
direct commissions from the Ministry of Education, the European Union or other 
multilateral organisations such as the World Bank. In short, it is a public institution that 
is able to undertake private commissions relating to a wide range of areas in foreign 
language education. 
  
CIEP plays a major role in promoting the international dimension in the field of foreign 
language teaching and learning. CIEP is widely involved in educational research and in 
international conferences on languages and pedagogy. The institution organised the 
activities in France related to the European Year of Languages in 2001. It has a major 
resource centre specialising in teaching French as a foreign language open to CIEP 
stagiaires and researchers. The resource centre also develops thematic bibliographies, 
offers a bibliographical search service, publishes newsletters on topics such as CLIL 
teaching in French, and has a general information newsletter. 
 
2.1 Organisation of institution 
CIEP is comprised of three main pillars and is responsible for a number of different 
dossiers, some coming from the Ministry of Education, others from EU commissions 
and its own initiatives. The three pillars are French as a foreign and second language; 
Language Evaluation and Certification and Foreign Languages. In addition, the 
department dealing with educational direction and administration has an equally 
important role in CIEP’s range of activities. 
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The pillar dealing with French as a foreign and second language organises in-service 
education for qualified teachers from France and abroad. It provides training in 
traditional teaching methods and in new learning environments, focusing on issues such 
as ICT, bilingual education, distance learning and educational administration. 
 
The pillar concerning Evaluation and Certification conceives, designs and implements 
official qualifications for foreigners learning French as a foreign language, such as the 
TCF (Test de connaissance du français), the DELF (Diplôme d’études en langue française) and the 
DALF (Diplôme approfondi de langue française). CIEP also oversees their use to ensure their 
conformity with European standards and works on developing new tests initiated by the 
Ministry of Education. 
 
The pillar dealing with Foreign Languages looks after the administration of exchange 
programmes for foreign language assistants in France and other forms of partnership and 
exchange between French and foreign institutions. It is also responsible for the website 
‘Primlangues’, which provides an extensive database of information and resources for 
language teachers in France’s primary schools. More information about all these projects 
can be found below. 
 
Formed in 2003, the Foreign Languages pillar has a permanent staff of 15 and employs 
freelance personnel for specific purposes. Among other responsibilities, it oversees: 
• The dissemination of the European Language Portfolio in France; 
• The Internet site ‘Primlangues’ for primary level foreign language teaching in 
France; 
• The French and British school exchange known as the ‘Programme franco-
britannique’; 
• The administration of the foreign language assistants’ exchange programme. 
 
3. The Profile Elements Exemplified 
 
3.1 Structure 
3.1.1 Experience of an intercultural and multicultural environment (item 5) 
In relation to its assistant exchange programme, CIEP is exploring ways of giving the 
foreign language assistants it sends abroad a wider exposure to a diverse range of cultural 
settings. This involves opening communication channels with a greater number of 
English-speaking countries than has been the case until recently. It is also aiming to 
ensure that foreign language assistants in France are put to better use in the language 
classroom. 
 
One of the key aims of the summer stages organised by CIEP is to foster international 
exchange and to give stagiaires a multicultural experience that they can take away with 
them and build on. At the stages, teachers of French as a foreign language meet and 
exchange ideas with teachers from all around the world, and many intercultural and 
multicultural links and exchanges are formed as a result.  
 
3.1.2 Participation in links with partners abroad, including visits, exchanges or 
ICT links (item 6) 
The ambitious French and British school exchange project “Programme franco-
britannique” is jointly managed by CIEP and the Specialist Schools Trust, with the 
support of the French Ministry of Education and the DfES (Department for Education 
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and Skills) in the UK. Its aim is to facilitate long-lasting partnerships between Language 
Colleges in the UK and schools with European sections in France.  
 
The role of CIEP is to arrange the terms of the partnerships and to act as a meeting 
point where the British and French teachers come to arrange the criteria for their 
cooperation. CIEP monitors the progress of the partnership, facilitates communication if 
problems arise and gives advice on how best to benefit from the partnership. More than 
100 partnerships are now in existence and the involvement of schools in the UK and 
France is increasing. 
 
Furthermore, even though CIEP has only been in charge of the ‘Programme Franco-
britannique’ for one year, it is able to offer advice on how to make the partnerships 
successful, gained through several years’ experience as administrator of similar 
programmes. Such advice includes beginning with email exchanges, exchanges of 
teaching materials and CVs, and then gradually building towards more ambitious contacts 
such as virtual exchanges, video conferencing and physical exchanges. CIEP has a major 
role in keeping the exchanges active, and acts as a point of reference for teachers when 
partnerships seem to be encountering problems.  
 
CIEP also provides advice on how to finance the partnerships through local, national 
and EU funding. However, CIEP itself is unable to provide specific funding. (Related 
items: 30, 39). 
 
3.1.3 A period of work or study in a country or countries where the trainee’s 
foreign language is spoken as native (item 7) 
CIEP is responsible for the administration of the assistants’ exchange programme in 
France. France receives over 6000 assistants from 40 countries around the world, and 
places 2500 French assistants overseas. The scheme aims to place assistants in schools 
suitable to their experience and extra-curricular interests. A real political will to promote 
mobility has seen the number of assistants triple in the last few years.  
 
One problem that has been identified results from the fact that it is the Ministry of 
Education that provides assistants’ salaries in France. In the UK system, schools decide 
whether they want and need assistants, and then finance the position themselves. It is 
sometimes the case in France, since schools are not individually financially responsible 
for recruiting them, that assistants are sent to schools in which they are relatively 
underused in the classroom. This is an issue for assistants at secondary schools and the 
IUFM, rather than at primary schools, in which language assistants invariably play a key 
role in language teaching. CIEP’s long-term aim in this area is to increase the diversity of 
language assistants coming to France.  
 
Language assistants from abroad are placed in schools that correspond with their specific 
area of interests. For example, an assistant with a special interest in music will be placed 
in a school where this is given important emphasis in the school’s curriculum.  
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3.2 Knowledge and understanding 
 
3.2.1 Training in information and communication technology for personal 
planning, organisation and resource discovery (item 18) 
When foreign language teaching recently became obligatory in French primary schools, 
the country was confronted with a shortage of adequately trained primary level language 
teachers. Consequently, the Ministry of Education commissioned CIEP to produce a 
website of information, resources, teaching materials and feedback/discussion forums 
that would help primary language teachers carry out their new teaching responsibilities. 
The site was created after nine months’ intensive consultation and research by CIEP, and 
now welcomes over 20, 000 visitors per month.  
Its address is www.primlangues.education.fr 
 
Its role is to support and supplement the education primary language teachers receive 
and to give existing teachers access to comprehensive resources for teaching a wide range 
of foreign languages. 
 
CIEP staff go directly to IUFM in order to inform primary school teacher trainees about 
the ‘Primlangues’ site. CIEP organises presentations that show trainee teachers how to 
navigate the site and make the most of its contents, as well as informing them how to 
adapt the site’s resources to their teaching.  
 
They also point out the interactivity of the site, encouraging trainee teachers to 
participate in the site’s online forums and to make use of its question and answer facility. 
This facility allows teachers to request information and guidance from qualified teacher 
education experts who, if need be, are able to provide specifically tailored answers within 
a couple of weeks (Related item: 17). 
 
3.3 Strategies and skills 
 
3.3.1 Training in the use of the European Language Portfolio for self-evaluation 
(item 34) 
The role of CIEP in the introduction of the European Language Portfolio (ELP) in 
France was first of all to conceive and design it for primary and lower secondary schools. 
Following this, it has taken on the task of disseminating it, promoting its value and 
showing teachers how to use it. This went hand in hand with an initiative to explain and 
promote the assimilation of the Common European Framework of Reference for 
Languages (CEF). The key problem in this process was convincing policy makers and 
educators of the importance of the CEF for promoting the European dimension in 
French foreign language teaching and the value of reference criteria that were not 
French. 
 
During presentations and workshops with trainee teachers at IUFM in France, CIEP 
staff introduce the European Language Portfolio. They give teachers ideas about how to 
use the ELP in their teaching, and explain its function and value. They combine this 
training in the use of the portfolio with an introduction to the Common European 
Framework.  
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4. Points to note 
 
4.1 CIEP’s cooperation with the Ministry of Education 
As mentioned earlier, CIEP is both an autonomous body and has responsibilities with 
regard to the French Ministry of Education. The Ministry develops policy initiatives and 
CIEP devises frameworks and measures to put them into practice and help them work 
effectively.  
 
One such example is the ‘Primlangues’ site, created to help primary level teachers with 
limited previous experience of teaching foreign languages in primary schools. For this 
project and in other areas, CIEP worked closely with the Ministry of Education’s 
department for ICT in education, organising frequent meetings and updates.  
 
In other areas too, such as the need to improve the European dimension of foreign 
language teacher education and teaching, CIEP, as a result of its network of contacts and 
experience, plays a key role in ensuring the smooth implementation of new policy 
directives. One example is CIEP’s involvement in the ‘Programme franco-britannique’ 
that will prove important in helping implement emerging ministerial policies to develop 
and expand the sections européennes in French schools. 
 
4.2 The summer and winter in-service education stages provided by CIEP for 
qualified teachers 
The longstanding summer stages organised by CIEP take place at the University of Caen 
in Normandy, involving close to 400 stagiaires every year. CIEP has a long-term 
relationship with the university, and integrates Caen’s local and historical context into a 
number of its modules. The majority of the modules deal with teaching French as a 
foreign or second language, but many have a much wider scope. The stagiaires are 
financed in a number of different ways: some are funded by the French state, some by 
international organisations or EU initiatives such as Comenius, and the rest are self-
financed. 
 
The modules for the summer stage focus on areas such as didactics, methodological 
enhancement, evaluation, language teaching administration and leadership, 
pluriculturalism, the European dimension and new learning environments. There are also 
special modules on the Common European Framework. A certain number of modules 
can be studied to contribute towards gaining a degree in teaching French as a foreign 
language (Related items: 10, 19, 28). 
 
The stagiaires include language teachers, language education policy makers and those 
involved in international level cooperation in teaching and education. The 108 stages and 
workshops on offer deal with a wide range of in-service teacher education issues, and 
generally promote networking, international exchange and cooperation, and a diversity of 
approaches to language teaching and learning.  
 
4.3 Language teacher education à la carte 
In addition to its well-known stages, CIEP offers a number of short à la carte in-service 
education courses. These are organised through negotiation between CIEP and the 
interested parties. The training includes courses on cultural issues in language teaching, 
elementary teaching, leadership, francophone issues, multilingualism, French for special 
and business purposes, project management, management of teacher education 
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programmes, educational administration and the issues relating to francophone bilingual 
sections in schools. 
 
4.4 The intercultural workplace 
CIEP has established an intercultural working group to improve internal cooperation and 
communication at the institution. The aim is to raise awareness of the sorts of cultural 
issues that prevent staff working and cooperating effectively. Part of this involves 
increasing the institution’s transparency and formalising working patterns. Crucial 
strategies include task-based working schedules and regular meetings.  
 
The group tries to remedy communications breakdowns between departments. The key 
issue is developing a work plan with defined tasks and responsibilities, organised 
objectives and time frames, and a system of evaluation and indicators of success.  
 
The intercultural working group teaches its methods for internal institutional cooperation 
as one of the summer stage modules.  
  
5. Summary 
 
Main strengths: 
• Flexibility, innovation and creativity as the centre of a network linking a national 
ministry, French and foreign teaching and learning institutions, the EU and the 
wider international community; 
• The ability to react quickly and efficiently to new ministerial policy initiatives and 
new directions in European teacher education; 
• The high level of activity amongst the centre’s staff in disseminating new national 
and European initiatives to trainee and in-service teachers; 
• The ongoing project of improving internal communication and efficiency; 
• The time and resources to monitor and follow-up projects to ensure their 
effectiveness once they have been put in place; 
• The ability to serve as a meeting place for teachers and policy makers from 
Europe and beyond. 
 
Areas for further consideration: 
 
• The relationship with the Ministry of Education could be extended so that 
ministerial policy makers drew on the wealth of expertise and commitment of 
staff at the centre not only to implement new policies, but also to help formulate 
them. 
• It would be useful to expand CIEP’s own intercultural project so that CIEP staff 
were able to offer guidance to French and foreign teacher education institutions 
on how to implement similar measures for improved internal and external 
cooperation. 
 
6. Contacts/Acknowledgment of sources 
C. Clément, L. Bruand, S. Doutrelant, J.C. Duthion, M. Ferreira Pinto, A. Fleury, G. 
Gaillard, A. Mounoury, R. Pilhion, B. Plumelle, M-J. Sanselme 
 
Website: www.ciep.fr 
www.primlangues.education.fr 
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The Open University - UK 
 
1.1. National Background 
In England, Wales and Northern Ireland the majority of children will start learning their 
first foreign language at the age of 11. Until recently, it was a statutory requirement of the 
National Curriculum (the government directed curriculum which all state schools must 
follow) that students continue to study a language up to the age of 16. Since recent 
reforms, language learning is no longer compulsory beyond the age of 14. However 
schools are required to provide an entitlement to modern foreign languages beyond 14. 
This means that a school must run courses in the subject but it will the students’ and 
parents’ decision if the course is followed. By 2010 it is proposed that all primary schools 
in England must provide an entitlement to modern foreign languages for the 7-11 age 
group. 
 
There is some provision for heritage languages in the UK. A quarter of secondary 
schools in Wales use Welsh as the medium for instruction for teaching in at least half of 
their foundations subjects. A minority of schools in Scotland use Gaelic. 
 
There is a chronic shortage of language teachers in the UK. Graduates are now 
encouraged into the profession with large training bursaries and ‘golden hellos’ on 
qualification.  
 
1.2. Initial Teacher Education 
Initial teacher education for secondary level is offered by Education departments in 
universities and colleges of higher education. The vast majority of courses available are at 
postgraduate level. The Postgraduate Certificate in Education (PGCE) with Newly 
Qualified Teacher Status (NQTS) is the most common path into teaching. This follows a 
Bachelor’s degree. Normally a trainee must have studied the language they propose to 
teach as part of their degree. 
 
Primary school teachers are can either follow a PGCE for primary level or an integrated, 
undergraduate course. There are currently only a handful of institutions that educate 
teachers in modern foreign languages for primary level education. 
 
1.3. Continuing Teacher Education (in-service) 
Certain statutory regulations regarding the amount of time a teacher should spend doing 
additional training throughout their careers are decided by the The Department for 
Education and Skills (DfES). The DfES has a number of different strategies to 
encourage teachers to continue their education besides the legal requirement. Courses 
can take place over one day, for which teachers will be released from teaching, or for 
longer periods. Sabbatical years are possible.  
 
2. Case Study Context 
This report will examine the flexible PGCE for Modern Foreign Languages offered by 
the Open University (OU), which began in 2002. This course represents a unique 
pathway to NQTS, which is designed to fit in with the financial or personal demands of 
the individual trainee. 
 
To this end, the course can be studied, via distance learning, for up to three years. The 
trainee can decide to study full-time or part-time, or a combination of the two, 
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depending on their circumstances. There are six entry points throughout the year, which 
enable the trainee to take up the course at a point that is most convenient for them. 
The course is taught on three different levels. A trainee will complete as many of these 
levels, and the modules within them, as appropriate to their learning requirements as 
identified in the Needs Analysis. 
 
Approximately 80 students are currently registered on the MFL PGCE. The PGCE can 
be completed in French, German or Spanish or in a combination of these. At the present 
time the most commonly followed languages are French, then German. Nearly a quarter 
of the current trainees follow French and German as a combination. This reflects the 
importance of these two languages in British schools. Over a third of the trainees 
currently registered are native speakers of the language that they intend to teach. 
 
Throughout the programme, trainees have access to a wealth of online resources. They 
are also required to attend Day Schools at regional centres at certain key points. The 
award of NQTS is dependent on the submission of a portfolio and the completion of all 
written tasks. 
 
2.1 Organisation of Institution 
 
2.1.1 Structure 
Shortly after registration on the course, each student must complete a Needs Analysis. 
This consists of two parts. Firstly, the student must complete an online audit of their 
subject knowledge, their teaching experience and their knowledge of teaching and give 
evidence to support their statements. Secondly, the student must spend two weeks in a 
school, observing or teaching, depending on their previous experience. The 
competencies of the student displayed here, along with their online audit, will dictate the 
level at which they are to begin their studies and their Individual Training Plan (ITP) is 
developed. This is decided in a three way meeting between the student, their OU tutor 
and their school-based mentor. 
 
The ITP will place each trainee on one of four levels depending on their past 
experiences. They will follow one of four routes through the course. Level one focuses 
on familiarisation and is designed for the trainee who has little or no prior experience in 
the classroom. Level two looks at consolidation and aims to build on what has already 
been learnt. A trainee with a certain amount of teaching experience will proceed directly 
to level two. Level three aims at granting the trainee more autonomy. Again a trainee 
with quite considerable teaching experience can pick up the course on level three. The 
fourth route is assessment only and leads in NQTS being awarded in a matter of weeks. 
This route is for experienced teachers who want to gain a qualification recognised in the 
UK. 
 
On each level the amount of time and the complexity of tasks completed during school 
placements increases. On level one a trainee must complete 20 days. This increases to 40 
days on level two (including five days at a primary school) and concludes with 50 days on 
the third level. 
 
Trainees of the Open University receive the same funding as trainees from ‘closed’ 
universities. This money often proves essential as it is invested immediately into the cost 
of childcare or of computer equipment. 
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2.1.2 Content 
Across each of the levels run six strands that illustrate the PGCE’s content. These six 
strands are: 
1) Subject: this deals with subject knowledge and issues surrounding the National 
Curriculum; 
2) Pupil: this concentrates on language acquisition theories and theories of learning; 
3) Planning: trainees are taught how to plan lessons and schemes of work; 
4) Teaching: this involves teaching strategies and classroom management; 
5) Assessment: this looks at formal and informal assessment; 
6) The Wider Role of the Teacher: this examines other aspects of teaching, outside 
the classroom. 
 
To illustrate how the strands and the levels interact, take the example of planning. On 
level one, a trainee will be required to plan one lesson; on level two, he/she will plan a 
series of lessons and on level three, he/she will plan a scheme of work. 
 
If trainees have a particular weakness in any of the strands, it is possible for them to 
return to a lower level and complete that module. 
 
Since this is a distance-learning course, it requires the trainee to have access to computer 
facilities and the Internet. It also means that the trainee can continue working full-time 
during the course but do need to complete the teaching practice in continuous blocks. 
The periods of teaching practice themselves can be arranged at the trainee’s convenience 
although this will often require them to save up holiday from work and take periods of 
unpaid leave.  
 
3. The Profile Elements Exemplified 
 
3.1. Structure  
3.1.1 A curriculum that integrates academic study and the practical experience of 
teaching (item 1) 
A trainee’s progress through the Open University is seen as an iterative and reflexive 
activity. Trainees are constantly required to link their academic study to their practice 
through the tasks within each module. Moreover, the theoretical side of the course is not 
really considered as theory, that is, all theory is an integral part of the module but it is not 
studied in isolation and outside of the school context. The modules are designed in such 
a way that the student must always think how something would work in practice then try 
it out in the classroom. A trainee is encouraged to adopt, evaluate and drop different 
‘theories’ according their success in the classroom.  
 
Furthermore, it is important to note that at no time are trainees asked to produce work 
directly related to the theory (as in an essay or paper). Rather, the theoretical modules are 
assessed in regard to how they are being used in relation to the school experience.  
 
3.1.2 Related Item: Training in the development of a critical and enquiring 
approach to teaching and learning (item 15) 
As mentioned above, the modules are designed in such a way that academic theory and 
practical experiences are inextricably linked. Trainees are encouraged to analyse and 
evaluate the value of relevant theory and research. The portfolios they submit, through 
which they are assessed, must reflect this. The strand concerning pupils (strand two) 
concentrates solely on teaching and learning. In some respects critical evaluation of 
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certain aspects of the course can be more problematic because trainees do not have the 
same access to seminars and their peer group. Structured and informal debate must 
always take place via the online forums (see below). 
 
Trainees are constantly trying out theories, adapting them to their learners and 
developing appropriate materials. Teacher education is a process and this is reflected in 
the course’s structure.  
 
3.1.3 The flexible and modular delivery of initial and in-service education (item 2) 
The flexibility of the Open University’s course means that potential teachers are not put 
off by the prospect of committing to full-time study. This means that the Open 
University is educating teachers, who, under the conditions of a traditional, ‘closed’ 
university would not necessarily be in a position to undertake these courses.  
 
The fact that the trainee can study part-time for some of the course and full-time for 
other parts is a definite positive aspect for those who have child care considerations or 
work commitments. Also, since the course can be started on six different dates 
throughout the year the trainee is offered more choice and is in a better position to fit 
the course in around their working life or other commitments.   
 
The varying levels on which the course is arranged means that the previous experience of 
an individual is counted towards their qualification. It may be, for example, that the 
student has spent a long period working as a teaching assistant in school. They will 
therefore be very aware of the requirements of the National Curriculum but may not 
have any experience of assessment procedures. The course can be tailored to fill any gaps 
in an individual’s knowledge, but also to save them repeating elements of which they 
have a lot of experience. However since trainees are assessed on all modules in their 
portfolios, it is ensured that the same standards are reached in each area. 
 
Teaching practice can be arranged at the convenience of the school and trainee. This is 
beneficial because the school can often take one trainee from a ‘closed’ university and 
one from the Open University at their convenience during the same academic year. It can 
also fit with the commitments of the trainee.  
 
However the fact that the teaching practice obviously has to be taken in one continuous 
block can prove problematic. It may be that trainees have to save up all of their paid 
holiday from work and take unpaid leave as well to be able to be in school full-time. This 
means that the trainee’s employer must be sympathetic to the demands of the course. 
 
 
3.1.4 An explicit framework for teaching practice (stage/practicum) (item 3) 
As trainees progress through the course, and the different levels, the amount of time 
spent in schools and the expectations of their proficiency as a teacher increases. Here the 
mentoring structure is vital to bridge the gap between the university and the school.  
 
There must be perfect understanding between the university and the school to ensure 
that the trainee’s school experience is both fruitful and enjoyable. All partner schools 
must meet the OU’s standards, however there may be, on occasions, geographical issues. 
This means school visits and meetings with mentors are less practical. Moreover because 
of the nature of the Flexible PGCE a large number of schools are involved. A school 
may need to take a trainee one year, as it is the only one in the geographical area that has 
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a provision for Spanish, and then the school may not be required again for a long period. 
This means that the OU must be more aware of the importance of maintaining valuable 
networks and partnerships. 
 
3.1.5 Working with a mentor and understanding the value of mentoring (item 4) 
The Open University feels that the role of mentors is absolutely crucial to bridge the gap 
between theory and practice and to monitor the trainees’ professional development 
during their teaching practice. Consequently, mentors are briefed thoroughly before the 
start of the period of teaching practice. The trainees are expected to spend approximately 
an hour a week with their mentor. 
 
Due to the nature of distance learning, the role of the mentor is greatly emphasised. The 
mentor is the only professional with whom the trainee has regular contact. Moreover as 
trainees are placed in schools alone, and their access to their peers is via virtual networks, 
the mentor is the first point of contact for a trainee if an issue or problem arises.  
See the OU website for self-assessment for mentors, Mendeval: 
www4.open.ac.uk/Mendeval 
 
 
3.2. Knowledge and understanding 
 
3.2.1. Training in information and communication technology for personal 
planning, organisation and resource discovery (item 18) 
The nature of this distance-learning course means that trainees are required to have an 
adequate level of computer literacy. The Open University has very clear guidelines 
concerning the specification and type of equipment needed to begin its courses. All 
students have access to an IT helpdesk to answer any queries.  
 
The vast majority of MFL PGCE trainees have not completed their bachelor’s degrees 
with the Open University and this is their first experience with distance learning. It is 
apparently rare for the trainees to struggle with the technical side of things. 
 
From the moment they enrol, trainees are required to use the Needs Analysis website to 
audit their skills and experience, as mentioned above. The trainees must rely heavily on 
the Internet and email to access course materials, submit work and communicate with 
their tutors and peers. 
 
Trainees are encouraged to participate in online forums which are designed to act as 
virtual tutor rooms. A ‘Modern Languages Room’ exists for each of the three languages 
and discussions are encouraged entirely in the target language. The trainees use these 
rooms to discuss problems and share their experiences. Through the forums, trainees are 
able to foster networks and rely on each other for support. Moreover it seems that a real 
student community exists and in fact trainees are less isolated than those in traditional, 
‘closed’ universities since they always have access to their peer group, even when 
completing periods of teaching practice. 
 
It is vital that trainees regularly log-on to the forum since this is also a means of tutors 
distributing information on courses. Tutors are able to see who has been reading 
messages and who has not and so can ensure everyone participates. It is the role of the 
tutors to steer the discussions and introduce new topics. 
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3.2.2 Related item: Training in information and communication technology for 
pedagogical use in the classroom (item 17) 
Given the trainees regular use of information technology outlined above, it follows that 
they are particularly familiar with, and willing to use, ICT in their lessons. Trainees are 
required to attend six Day Schools over the course of the PGCE, one of which is 
specifically on ICT in language learning. During this day, trainees design one activity 
using ICT. As with every element of the course, the trainees must reflect on the value of 
this Day School and evaluate whether it was a worthwhile investment of time.  
 
Any materials that are produced, either during the Day School, or throughout the course 
of the training, are stored in the ‘Treasure Chest’ in the Modern Languages Room. These 
materials can then be accessed by other trainees and incorporated in their lessons.  
 
Alumni have the right to continue to use the Modern Languages Room for up to a year 
after their graduation and are free to access and up-load different materials. 
 
By exposing their learners so confidently to ICT, and with well-developed, language-
specific materials, trainees can demonstrate the benefits and the accessibility of such 
learning methods and will encourage the learner to incorporate them in any independent 
learning. (Related item: 26). 
 
3.3 Strategies and skills 
 
3.3.1 Training in the development of reflective practice and self-evaluation (item 
25) 
As mentioned previously, the trainees at the Open University are continuously required 
to reflect and evaluate their work. During their Needs Analysis the trainee is required to 
systematically assess their experience and their competency. One of the first major tasks 
is to assess their language competency with regards to the Common European 
Framework (CEF). They must be realistic, particularly where their language is concerned, 
as their linguistic ability will play a vital role in the building their confidence and skills as a 
teacher. They are offered support in implementing strategies to improve their language 
competency if necessary. (Related item: 27) 
 
The role of mentors is also to help the trainee reflect and be self-evaluative. The must 
complete documents in which they set the trainee targets and areas to work on. 
Subsequent lessons are then assessed against these targets. See the OU website for self-
assessment for mentors, Mendeval: 
www4.open.ac.uk/Mendeval 
 
Mentors themselves are equally encouraged to reflect on their roles and the Open 
University has developed specific on-line materials to facilitate the mentors’ self-
evaluation.  
 
What is clear from the Open University’s approach is that reflective practice is not 
encouraged for reflective practice’s sake. The trainees are encouraged to be reflective and 
evaluate their work but this is done with a view to making changes and improvements.  
Becoming a teacher is seen as the result of building on, and learning from, past 
experiences. 
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3.4 Values 
 
3.4.1 Training in social and cultural values (item 35) 
Cultural and social values play an important part in the MFL PGCE, not only in terms of 
the content (i.e. trainees must know about the culture of the country of the target 
language as a vehicle for teaching the language itself) but also in terms of the wider role 
of the teacher. The subject of one of the six-Day Schools mentioned above is: ‘What is 
Language? Words, Sentences and Culture’.  
 
Trainees are required to examine the work of authors such as Michael Byram and his 
work on languages, human rights and culture. The subject of citizenship features widely 
in the modules and is the subject of another of the Day Schools. It has to be said that at 
present citizenship is viewed more in the national context, as it is now incorporated into 
the National Curriculum, and has little focus on the European dimension. This is due to 
the limited time frame of the programme. It is obviously a priority for trainees to be 
familiar with areas that are part of the syllabus they will to be teaching. 
 
3.4.2. Training in the importance of life-long learning (item 40) 
The use of the Needs Analysis before the start of the programme allows the trainees to 
reflect on their previous experience and linguistic ability. In doing so, trainees will 
appreciate that all their past experiences can contribute to their present position. This 
indirectly communicates the importance of life-long learning and an understanding that a 
number of different skills and experiences can be gathered over the stages of one’s 
career. 
 
4. Points to note 
 
4.1 The Evaluation Only Route 
The Evaluation Only Route is the fourth level of the Flexible PGCE. It is designed for 
teachers who are qualified in other countries but whose qualifications are not recognised 
in the UK. They are still required to spend two weeks in a school to complete the Needs 
Analysis and the online audit in the same ways as all other trainees, but then only have to 
spend a further eight weeks carrying out teaching practice before submitting their 
portfolios.  
 
This is a particularly positive aspect of the Open University as it allows experienced 
teachers to convert their qualification quickly and efficiently. Since the teacher has to 
complete the Needs Analysis, it is ensured that their level or style of teaching is 
appropriate to the learners and guarantees the same quality, standards and competences 
are displayed as those expected of every newly qualified teacher. 
 
4.2 Language Acquisition and Language Competence 
There is strong and regular communication between the Modern Languages and 
Education faculties of the OU. The courses offered by the Modern Languages faculty, 
however, do not necessarily meet the needs of the trainee teachers who often require 
short-term refresher courses. As part of a French B.A. there is the opportunity to spend 
a short period at a summer school in France. If a short course abroad in teaching 
methodology, taught in the target language, could be established this would no doubt be 
invaluable to trainees. 
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5. Summary 
 
The Flexible PGCE offers a unique entrance route into the teaching profession for all 
subject areas. Moreover, courses such as this make an enriching contribution to teaching 
as it caters for trainees who may be more mature and have widely diverse life 
experiences. For such a recently developed course the Flexible PGCE seems well 
established in terms of its networks, materials and so on.  
 
Particular strengths 
• The integration of theory and practice through the inter-relation of both of these 
aspects; 
• The use of ICT of a means to maintain contact with tutors and peers; 
• The systemised approach to mentoring; 
• The highly comprehensive framework for teaching practice; 
• The ‘inclusive’ nature of the course – it does not require full time study and will 
fit in with the commitments of the trainee; 
• The cultural aspects of the programme content and in the wider role of the 
teacher. 
 
Area for further consideration: 
• The nature of the distance learning course does not facilitate additional language 
acquisition and the courses offered by the Modern Languages Department do 
not meet the needs of the trainee teachers. 
 
 
6. Contacts/Acknowledgements 
Interview with Michèle Deane 
 
Website: www.open.ac.uk 
www4.open.ac.uk/Mendeval 
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Pädagogische Akademie - Austria 
 
1.1 National Background 
The official state language of Austria is German.  There are also a number of officially 
recognised minority languages (Croatian, Czech, Hungarian, Romany, Slovak and 
Slovene).  Minority education in Austria is normally organised along bilingual lines. 
 
The study of a foreign language begins in year three of primary education. Since 2003, 
there has been a mandatory obligation for schools to introduce a foreign language in year 
one. Languages offered in primary schools (Volksschulen) include Croatian, Czech, 
English, French, Hungarian, Italian, Slovak and Slovene.   
 
Secondary education takes place in either Hauptschulen (10 to 14 age range, followed by 
one year’s professional training) or Allgemein bildende höhere Schulen (general academic 
secondary, 10 to 18 age range).  Two foreign languages are compulsory in general 
academic secondaries, while the second language is optional in Hauptschulen.  There is 
often an additional choice of languages available at secondary level, including Russian, 
Bosnian-Croatian-Serbian, and Spanish.  Some secondary schools have been able to 
develop language specialisms since changes were made to the curriculum in 2000. 
 
English is overwhelmingly the most popular choice for the first foreign language, but 
other languages (especially Italian) are reported to be thriving in both tourist and border 
areas. 
 
1.2 Initial teacher training 
Students intending to teach at a Hauptschule normally train at a Pädagogische Akademie 
(teacher training college).  Students who wish to teach in an Allgemein bildende höhere Schule 
train in universities.   
 
It is possible to train in a wide range of languages in Austria. The University of Vienna, 
for example, offers teacher training in Czech, English, French, Greek, Hungarian, Italian, 
Russian, Bosnian-Croatian-Serbian, Slovene and Spanish.  Teacher training colleges tend 
to have fewer languages available, but some still offer at least one less widely spoken 
language.  Universities expect students to follow two subjects. 
 
1.3 Continuing Teacher Education (in-service) 
Teachers in Austria have a legal obligation to update their knowledge regularly. There are 
a number of different providers of in-service education. The prime responsibility lies 
with the 11 regional Pädagogische Institute, which have the status of public institutions and 
are supported either by the federal state or by the Länder.  
 
Austrian in-service priorities are worked out on the basis of a combination of national 
needs and individual teacher needs. Common themes for training are language skills, 
methodology, ICT, teacher development, internationalisation and learning a new 
language.  There is frequently a strong European focus at the Pädagogische Institute and 
involvement with European projects.  Training is also provided within the framework of 
the Unterrichtspraktikum and for newly qualified teachers. 
 
Short courses last from one to ten days, longer courses may include the commitment of 
one evening a week for a term, year or several years. These longer courses can lead to an 
additional postgraduate qualification. In-service education is usually structured in the 
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form of workshops, seminars, conferences and excursions. Courses take place during the 
school year, outside school hours or in the holidays. Pädagogische Institute also offer some 
distance learning opportunities for teachers.   
 
Some in-service education is organised abroad through cultural institutions and the 
Ministry of Education, Science and Culture. It is usual for courses in Austria to be 
evaluated by questionnaire. Training is formally accredited with additional qualifications 
or certificates.  Certified in-service education enhances promotion prospects. 
 
2. Case study context 
The examples of good practice at the Pädagogische Akademie (PA) will concentrate on 
the foreign language teacher education for primary school, various mobility programmes 
on offer, the postgraduate European Teacher Programme, and the RIAC network 
(Regional Identity and Active Citizenship). Various elements of the European Profile for 
Language Teacher Education have been mapped against these programmes and although 
correspondence exists with numerous Profile elements, only the most outstanding 
features will be analysed in detail. There will be a particular focus on the integration of 
the good practice examples and their relation to each other. 
 
2.1 Organisation of institution 
The Pädagogische Akademie in Innsbruck specifically focuses on initial teacher 
education for primary, lower secondary and special educational needs schools and is 
financed directly by the Austrian state. It has been established for over 30 years and its 
current student numbers total 800. Other institutions involved in teacher training in the 
Tyrol region include the Pädagogische Akademie der Diözese Innsbruck in Stams, the 
University of Innsbruck, which is responsible for teacher education for grammar schools 
and upper secondary schools including vocational schools in direct cooperation with the 
Pädagogisches Institut (PI), involved in the practical training of university students and 
in-service education for all school levels. Although the cooperation between these 
institutions will be mentioned throughout the case study, the focus will be made on 
programmes offered by the Pädagogische Akademie (PA). The language specialisations 
include English, Italian and French. As English language teaching prevails, this will be a 
key area of the case study. The PA has got a well-established resource base, and staff 
numbers are high in relation to the number of trainees. In comparison to the university, 
the PA is well financed and its working structures are easily comprehensible. The 
institution has on-site training schools and cooperates well with local schools, where 
teacher trainees are placed for practical experience. The PA has also established contacts 
with many institutions all over Europe and coordinates a number of programmes for the 
mobility of its students and staff. Currently, students at the PA are not required to pay 
course fees.  
 
3. The Profile Elements Exemplified 
 
3.1 Structure 
3.1.1 The flexible and modular delivery of initial and in-service education (item 2) 
The European Teacher Programme (ETP) is a partnership between the PA and various 
institutions in the UK (originally Homerton College in Cambridge; the School of 
Education in Nottingham and St Martin’s College). The one-year postgraduate course 
leads to a dual teaching qualification for secondary schools recognised in the UK and 
Austria (PGCE/Lehramt) (Related item 9). A French combination is also offered with 
the Maîtrise, however students of Innsbruck University mostly participate via the 
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organisation of the Pädagogisches Institut (PI). See the case study on the St Martin’s 
(3.1.3; 4.2). As for PA involvement, graduate students from the institution are admitted 
to the ETP. The course structure is organised into three different phases: 
 
• During phase one in the UK, which lasts five weeks, all students participate in 
daily seminars and workshops with a practical focus, including ten days in local 
schools. These didactics courses aim to develop an insight into different teaching 
methodologies and classroom activities.  
 
• Phase two takes place in Innsbruck and lasts four months during which the 
students gain an insight into the educational system in Austria, school law, history 
of Austria and Tyrol, IT, modern language pedagogy and language classes. The 
organisation and administration of European education programmes are also a 
main subject and are taken further by a three-week internship in the Vienna 
office of the National Agency for Socrates coordination. The trainees have the 
possibility to gain an add-on qualification as EU-Education Consultant (EU-
BildungsberaterIn). (Related item: 20). 
 
• During phase three back in the UK, which lasts for seven months, the focus is on 
classroom observation and gradual teaching practice. Weekly seminars and 
workshops on teaching methodology are combined with practice periods in local 
schools. Trainees receive guidance from school mentors and are encouraged in 
reflective self-evaluation. In addition, pair work with students from different 
countries involves an introduction to team-teaching and peer observation. 
 
3.1.2 Experience of an intercultural and multicultural environment (item 5) 
• Many trainee teachers at the PA participate in well-established Erasmus exchange 
programmes with partner institutions abroad, mostly with the UK. Newly 
established links with Portugal are becoming more and more popular however. 
The PA has established a wide link of networks and partnerships all over Europe 
(a full list of partner institutions is available at:                              
http://www.pa-tirol.tsn.at/_intnati/index.htm).                                  
Approximately ten per cent of students at the PA take advantage of Erasmus 
exchanges, lasting a minimum of three months. Through the European Credit 
Transfer System, accreditation is ensured.  (See item 6). 
• Teacher trainees have the opportunity to participate in the Comenius 2 Project of 
the Mobile European Teacher Programme (MET). Two weeks can be spent 
studying in a partner institution abroad, each institution has a slightly different 
focus. For example the Hope University specialises in ICT, while Liège in 
French-speaking Belgium focuses on didactics and literature. The host course at 
the PA in Innsbruck which was planned in close connection with RIAC themes 
(see 2.7) did not take place this year due to lack of interest in German as the 
majority of European students want to participate in UK programmes.   
 
The establishment of a joint European working group at the PA, where colleagues come 
together regularly to discuss the European dimensions of internal programmes and its 
organisation, has contributed towards more effective cooperation. The initial teacher 
education course at the PA stresses the importance of the  intercultural competences of 
its trainee teachers so that they can encourage their learners to meet people with different 
languages and cultures in an open and non-prejudiced manner. 
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3.1.3 Related item: A period of work or study in a country or countries where the 
trainee’s foreign language is spoken as native (item 7) 
A teacher mobility programme is also offered through the PA under Erasmus funding. 
Approximately ten qualified teachers at the PA annually participate in a one-week course 
abroad in order to enhance specific teaching skills, for example in CLIL methodologies 
at Trinity College in Wales.  
 
International programmes at the PA are well organised and coordinated, while still 
ensuring flexibility. Incoming exchange students are also looked after via a responsible 
contact person. Through the committed work of the European project coordinators and 
not thinking in terms of ‘rivalry’ towards partner institutions, a smooth running and good 
mix of mobility programmes are ensured at the PA. 
 
3.2 Knowledge and understanding 
 
3.2.1 Training in language teaching methodologies, and in state-of-the-art 
classroom techniques and activities (item 14) 
During didactics, trainee teachers receive training in various teaching methodologies and 
are then encouraged to try these out in practice. Trainees receive guidance from mentors 
and tutors on a one-to-one basis, as the on-site training school especially enables them to 
work within small classes. Current teaching methodology at the PA focuses on a child-
friendly approach, includes role-plays, and stresses the communicative method using 
many games and songs. Language awareness and acquisition play a central role in 
didactics during the course. The methodology for primary education focuses on a mix of 
games and learning. One example of this is the so-called SMILE method. Trainee 
teachers are expected to design their lessons so that their learners perceive English as fun 
and receive aids to memorise vocabulary with the help of music or pictures, using a 
multi-sensory approach. Intelligence-enhancing practices are used in conjunction with 
English and the language is integrated into the teaching of other subjects. This 
methodology has been taken further to establish a video-teaching resource that was 
produced in connection with the book “Playway to English” following cooperation 
between the PA, local schools and the publisher. Due to time constraints for other 
subjects, the introduction of English does not mean that these are neglected. Moreover, 
the same curriculum subjects are taught in English (including working instructions) for 
10-15 minutes during each school day in the first two levels of the primary school 
curriculum. At levels three and four, one separate English lesson per week is introduced. 
Teachers for primary schools have to be trained in every subject included in the 
curriculum; English is an additional competence (the notion of “English across the 
curriculum” prevails). (Related Item 24). 
 
3.3 Strategies and skills 
 
3.3.1 Training in Content and Language Integrated Learning (CLIL) (item 33) 
The initial teacher education course structure for primary trainee teachers contains a 
study of six semesters (three years), combining a good balance between theory and 
practice. From the first semester onwards, trainees experience a practical dimension of 
training, starting with classroom observation. From the second semester onwards, 
trainees are required to teach (or team-teach) lessons in the on-site training schools or 
other primary schools in Innsbruck. Tuesday and Thursday mornings are always 
designated for such placements, leading on to block placements later during the course. 
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As far as subject competence is concerned, trainee teachers are trained to teach English 
in an integrated way, as such conventional lessons are taught through English. With a 
new curriculum introducing foreign languages into primary education, only recently 
implemented in Austria, the education of teachers underwent major changes. Trainee 
teachers are already required to switch languages in their lessons during their training 
period and receive training in CLIL methodologies. A high language competence is 
required from trainees from the start and elective courses are on offer for improving 
language competence (also available for qualified teaching staff).  
 
3.4 Values 
 
3.4.1 Training in the importance of teaching and learning about foreign languages 
and cultures (item 37) 
Each year, there are approximately 25 participants on the ETP course from Austria, 
France and England working together as a team. The group of trainees also live together 
in halls of residence in the UK. The organisation of European trainees from different 
backgrounds encourages lively discussion of pedagogical, language and intercultural 
issues. The group works together towards a common goal of the qualification accredited 
in a minimum of two countries, thus enabling further mobility. Trainee teachers get the 
opportunity to experience different teaching methodologies, classroom cultures and 
schools ranging from primary to grammar schools in two countries and sometimes 
develop lasting links. 
 
3.4.2 Training in teaching European citizenship (item 38) 
RIAC is a Socrates Comenius 3 thematic network (25 partners in 15 regions), 
coordinated through the PA in Innsbruck, which runs over a three-year working period, 
and is currently in its second year. The theme is regional identity and active citizenship 
(RIAC) and the work focuses on raising the awareness of the vital role of the regions in 
Europe within the context of European citizenship. A double theme of understanding 
regional identity and citizenship, linked to European citizenship prevails. In the context 
of the PA, the European region of Tyrol is the focus. The central ideas are to strengthen 
trans-regional cooperation between the regions, link regional and European elements and 
encourage cooperation between educational programmes and activities of the local 
authorities. Another aim is the creation of a discussion forum via the website: 
www.riac.net. 
 
RIAC works through a number of sub-projects including: Coordination and analysis of 
best practice via a database, elements of RIAC in the regional curricula, the initiation of 
new projects and support for existing programmes. Furthermore, the organisation of 
conferences, seminars and events is crucial. Examples include regional sports events, 
whereby young people from all over Europe come together, and work together, thereby 
fostering a notion of active citizenship. PA trainee teachers can be involved in these 
events as an extra-curricular, voluntary activity. There is strong support for youth 
activities like the Youth Committee of the Regions. Further sub-projects include the 
discussion and dissemination of an academic background to the role of inspection in 
European projects. Under the framework of a Comenius 2 project, the development of 
teaching modules and material on RIAC is envisaged. The RIAC network coordinates 
relevant projects already in place and creates awareness among trainee teachers of what 
kind of activities are going on, the necessity of regional identity and active citizenship and 
how these elements fit together in a framework.  
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During the forthcoming third year of RIAC, embedding the network theme will become 
more concrete for trainee teachers as the consolidation and dissemination of the results 
play a higher role. Thus, a connection of RIAC themes and the European Teacher 
Programme could be enabled if a partnership with the University of Trient in Italy can 
successfully be developed (Related item: 36). 
 
4. Points to note 
 
4.1 The European Teacher Programme 
 
The European Teacher Programme has been offered at the PA for six years and other 
Austrian PA’s were involved to participate in similar programmes. In the beginning, it 
was directly financed through Erasmus. During the last four years, the ETP financing 
was enabled via the UK PGCE grant of £ 6,000 per year. While it ran smoothly in the 
beginning, problems have emerged recently as some British partner institutions were 
pressured by the UK government to stop support for Austrian trainees as they would not 
stay on to teach but return to their home countries. Next year, the ETP in its current 
form will therefore only go ahead with the St Martin’s partner. The recent plan to 
overcome this problem is to introduce a compulsory teaching period for Austrian 
trainees in the UK after graduation from the ETP. The Austrian partners increasingly get 
the impression that the UK institutions could lose their focus on such a European 
dimension and cease the exchange for the ETP in favour of the UK PGCE only. It is 
worth noting that in order to ensure a smooth continuation of the project, regular 
meetings and communication between the partner institutions would improve 
cooperation. However, one major obstacle towards more coordination is certainly the 
busy schedule of those involved. 
 
Current efforts of the PA focus on establishing links with the University of Trient in Italy 
for a similar programme in order to strengthen the European region of Tyrol, which in 
addition to the geographic proximity has close historical ties with Italy.  
 
4.2 Primary education 
More regular inspections from the school board of education in primary schools in Tyrol 
would ensure that the new curriculum could be implemented more effectively, as 
qualified teachers with weak foreign language skills and lack of knowledge in CLIL 
approaches are sometimes hard to motivate to put the idea of teaching English through 
integrated learning into practice. The commitment of a primary school in this area is 
often dependent on the attitudes of the particular head-teacher, who also authorises the 
in-service training units for qualified teachers wishing to participate in courses dealing 
with areas such as CLIL. 
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5. Summary 
 
Main strengths: 
 
• Wide range of mobility programmes, both for trainee, teachers and mentors; 
• Training in the use of CLIL at primary level; 
• European Teacher Programme, dual qualification, study abroad, multicultural 
experience; 
• Good cooperation within the PA (as a teacher education institute, there is no 
traditional separation of Modern Languages and Education); 
• Trainees receive mentoring at a one-to-one level; 
• RIAC network promoting active regional and  European citizenship. 
 
Areas for further consideration: 
 
• Funding problems for the European Teacher Programme; 
• Effective implementation of the new primary curriculum including foreign 
languages throughout Austria. 
 
6. Contacts/Acknowledgment of sources 
 
Correspondence and interviews with Thomas Köll, Andrea Krimbacher, Irmgard Künz, 
Christian Sedlacek, Christine Lechner, Gerlinde Egger (all PA), Franz Kroath (University 
of Innsbruck, ILS) and Michael Schober. 
 
Website Pädagogische Akademie Innsbruck: http://www.pa-tirol.tsn.at 
Website Pädagogisches Institut Innsbruck: http://www.pi-tirol.at 
RIAC Website: www.riac.net 
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St Martin’s College Lancaster - UK 
 
1 National Background 
See the National Background for the Open University case study. 
 
2. Case Study Context 
St Martin’s College offers a wide range of degrees and teaching qualifications. These 
include both primary and secondary Postgraduate Certificates of Education (PGCE), 
flexible and modular PGCEs and the European Teacher Programme PGCE Maîtrise 
FLE and PGCE HSQA (Hauptschulequalifikation). It also offers three and four year 
bachelor’s degrees with qualified teacher status (QTS) and TEFL courses. St Martin’s is 
also a Fasttrack provider and offers specialist leadership training for high potential 
trainees, following this Department for Education and Skills (DfES) initiative. 
 
This report will focus on the Modern Foreign Language (MFL) PGCE, the Flexible 
PGCE, the PGCE Maîtrise FLE and the PGCE HSQA as it these which train language 
teachers. These all vary depending on their timings and end result but all essentially 
follow the same model in terms of their structure and content.  
 
2.1 Organisation of Institution 
St Martin’s operates over three campuses. Two of these are in the north of England in 
Carlisle and Lancaster. The third is in Woolwich in London. 
 
The MFL PGCE runs for one academic year. During this time, trainees with spend 120 
days at 2 different schools and a further 60 days at college. Trainees can teach in French, 
German, Spanish and Italian in combination with any of the other three. Combinations 
of these languages are also acceptable. 
 
The European Teacher Programme, which incorporates the PGCE Maîtrise FLE and 
PGCE HSQA, enables trainees to spend a period of time in France and Austria 
respectively and be awarded with two qualifications. In the French case a successful 
trainee will be awarded a Master’s degree in teaching French as a foreign language. The 
HSQA is an Austrian teaching certificate for upper primary and lower secondary schools. 
These courses run for approximately 10 months. 
 
The Flexible PGCE is being introduced in September 2004 following the modularisation 
of all the PGCE courses. The course takes into account previous teaching experience and 
carries out a Needs Analysis to determine an individual training plan for each trainee. It is 
designed for those who, due to personal or financial circumstances, are unable to attend 
college full-time or who already have considerable teaching experience but no formal 
qualification. It will be possible to complete parts of the course via distance learning. The 
course also has two entry dates in January and September. As this course is just 
beginning its popularity and feasibility remain to be seen. 
 
St Martin’s is now one of 15 Fasttrack providers. The Fasttrack PGCE is a development 
programme for trainees who will take up a leadership role in education. Trainees will 
complete the PGCE and study for a further Master’s module in the summer. Fasttrack 
trainees must have passed a rigorous application procedure and will receive an enhanced 
training bursary. Currently, there are no Fasttrack trainees on the MFL PGCE. 
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2.2 Structure 
These courses differ greatly in terms of their timing and end results. However they all 
follow the same basic principles in terms of their structures. In the first semester trainees 
spend the first three weeks of the course in college. In the fourth week they begin to go 
into schools for two days a week. This is then increased to four days a week. Trainees 
spend a block of five weeks in school after Christmas. In the second semester trainees 
spend the vast majority of their time in schools. The time in the first school involves 
shadowing a teacher and learners, observing their partners and teaching both 
independently and collaboratively. The trainees are involved with several different groups 
of learners including those with special educational needs. 
 
In the case of the PGCE Maîtrise FLE four months are spent in a partner institution in 
France from October to January. This time is university based with no provision for 
school experience. The PGCE HSQA does offer the opportunity to spend periods of 
time in school. However, in both these cases trainees are still required to spend 120 days 
in schools in order to be awarded Qualified Teacher Status in the UK. To this end they 
spend fewer days in college but may have to cover some areas of work in school which 
would normally taught in college. This is not necessarily detrimental to their education as 
it means more theoretical elements are presented via observation or teaching. 
 
During the training, trainee teachers are divided into practice groups. These involve 
teaching their peers and thus help the trainees get used to the mechanics of teaching. 
Moreover trainees are always placed in their first teaching practice in pairs (sometimes in 
fours). This will be discussed in more detail later. 
 
The College will make up to five visits to a trainee during their time in school. On top of 
this a comprehensive mentoring system is in place. Trainees also have the opportunity to 
meet with their tutors at regular intervals throughout the year, as a group or as an 
individual. 
 
During the first few weeks in school, trainees concentrate on teaching Key Stage 3 (11-14 
years old) classes. As they progress through the course (after a few weeks in their first 
school) they will start to teach Key Stage 4 (14-16 years old) and GCSE (15-16 years old) 
classes. Finally the trainees will work with Advanced Level classes (post 16). This 
development in the level of learners they are dealing with is reflected in the increasing 
depth and complexity of the methodological side of the course. 
 
2.3 Content  
The general content of all the PGCEs is similar, even though its delivery and timing may 
change. St Martin’s has adopted a process-based, iterative approach to teacher education. 
Many of the methodological and theoretical elements of the course are introduced to 
trainees at the beginning of the course. These elements are then revisited and covered in 
greater depth or in relation to a different group of learners (see above) as the course 
develops. 
 
The methodological sessions of the course explore second language acquisition and 
different learning styles. They also focus on the developing of learners’ skills in terms of 
listening, reading and writing. 
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Trainees complete modules of work on planning and assessment. The latter looks at 
personal audits of the trainees’ teaching as well as formal and informal means of 
assessment as set out by targets in the National Curriculum. 
 
Most of the methodological work is carried out in generic sessions in English (Related 
item: 13). A trainee’s language competency is monitored through language specific 
sessions which also act as an opportunity to deal with common grammatical mistakes 
made by learners and classroom specific vocabulary. They also act as opportunities to 
monitor trainees’ language skills and then to provide remedial work. 
 
A further strand of the course, entitled ‘Reflections in Practice’ looks at the psychological 
and social issues related to teaching and learning. This course encompasses classroom 
management and pupil behaviour with reference to relevant theories.  
 
3. The Profile Elements Exemplified 
 
3.1 Structure 
3.1.1 A curriculum that integrates academic study and the practical experience of 
teaching (item 1) 
The integration of academic study and school-based practical experience is tackled in a 
number of ways by St. Martin’s. For the first two weeks of the MFL PGCE trainees are 
taught Italian. The purpose of this is that they experience the methodology first hand and 
are given the opportunity to examine how they learn. This highlights the dangers of 
teaching in a style which reflects the trainee’s own learning style (see item 2 below). They 
then evaluate and reflect on the theory which underpins what they have seen, and 
perhaps more importantly, how they have felt when being taught. It also paves the way 
for a number of strands which will then be developed throughout the course, for 
example, teaching in the target language, planning, developing learners’ language, 
routines, etc. During the first couple of weeks of the course trainees will visit a school to 
observe a lesson, and see the methodological approaches they have been exposed to 
during their Italian lessons working in reality.     
 
Completion of the course is partly dependent on the submission of six assignments 
through out the year. These vary in terms of the length and the weighting but for each 
one the trainees must base their conclusions on what they have seen in practice, 
underpinned by what they have read. They are encouraged to read widely on each subject 
and each assignment is in line with the general themes of the course which are present 
throughout.  
 
3.1.2 An explicit framework for teaching practice (stage/practicum) (item 3) 
As previously mentioned, trainees spend 120 days in school and 60 days in college. 
Those on the PGCE HSQA spend additional time in schools in Austria. The intensity of 
the teaching practice increases as the trainee progresses, both in terms of time spent in 
school and the tasks performed. The groups of learners with whom they come into 
contact also differ, as does the complexity of the lessons they are involved with.  
 
The trainees must evaluate every lesson they teach and are continuously supported by 
their mentors who observe every lesson at the start of the year and gradually reduce this 
level of support as the trainees become more independent. The mentors themselves feed 
back on every lesson to the college in writing.  This system ensures that the college is 
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aware of any problems which might arise and allows both mentors and tutors to track 
targets and monitor progress. (Related item: 4). 
 
3.1.3 A period of work or study in a country or countries where the trainee’s 
foreign language is spoken as native (item 7) 
Except in certain cases, the majority of British students training to become language 
teachers in the UK will have spent a period of time abroad, either studying or working, 
during their Bachelor’s degrees. As a consequence, and given the fact the PGCE is only 
for a year, it is rare that trainees will have the opportunity to spend any additional time in 
the country where the target language is spoken. This is true for the MFL PGCE. 
Trainees from outside of the UK will also be expected to have spent some time in a 
country of the target language and in the UK before beginning the course. Spending time 
in the UK before starting the course is vital as it means that the foreign trainees will 
already have some idea of the system within which they will be working. 
 
In the case of the PGCE Maîtrise FLE, trainees spend four months at one of the partner 
universities in France during the first semester. This time is purely university based and 
there is no provision to spend time teaching or observing. Trainees follow courses on 
French cultural anthropology, French linguistics and methodology for French as a 
Foreign Language. British trainees may on occasion struggle with the complexity and 
depth of the studies, as they are ay a Master’s level. Moreover, the PGCE is already very 
time-consuming and intensive. For these reasons, it is proposed that the courses be 
extended to a two-year programme in which an entire year can be devoted to the PGCE 
and a year to a French Master’s level qualification. The PGCE Maîtrise FLE in its current 
form offers trainees the opportunity to maintain their language competence, forge 
international networks with French colleagues and experience the French university 
system first hand. 
 
Trainees following the HSQA also spend up to four months in Austria. During this time 
they attend courses on the Austrian education system and language teaching 
methodology as well as German language courses. Trainees also spend some time in 
school. For further information regarding the structure and content of this period spent 
in Austria, see the case study on the Pädagogische Akademie, Innsbruck (3.1.1; 3.4.1). 
 
3.2 Knowledge and understanding 
 
3.2.1 Training in language teaching methodologies, and in state-of-the-art 
classroom techniques and activities (item 14) 
Trainees are made aware through the process of being taught Italian that individuals 
respond differently to how they are taught, and have different learning styles. Trainees 
are encouraged to apply their methodology to suit the learners. This may also require 
using a variety of different visual and aural prompts during one lesson to ensure that a 
high number of learning styles are being addressed. This, of course, means that trainees 
are required to spend more time planning their lessons and developing materials. 
Occasionally, a problematic side effect of this is that trainees become overwhelmed by 
the need to create imaginative materials causing them to pay less attention to what they 
are trying to teach. (Related item: 22). 
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3.3 Strategies and skills 
 
3.3.1 Training in action research (item 31) 
As mentioned above, trainees are required to complete six written assignments 
throughout the course. The fourth of these assignments is an action research task in 
which trainees focus on using assessment to inform planning in order to raise 
achievement within a particular skills area. They assess learners’ performance and then 
develop a detailed work plan of how this area can be tackled and a scheme of work 
surrounding it. They keep a log of the progress made by the learners in this area. They 
then devise means of testing their progress, either formally, through examinations, or 
informally. The outcomes of this assignment will then be incorporated into their 
teaching. 
 
3.3.2 Training in peer observation and peer review (item 29) 
Trainees are always placed in school in at least pairs. This has many advantages for the 
schools, the college and the relationship between them, but it also has a number of 
significant benefits for the trainees. The most obvious of these is the opportunity for 
peer observation and peer review. At the beginning of the course, trainees undergo a 
small amount of mentor training during which they are taught how to observe. In other 
words, they are taught how to look for what they are looking for. They perform role-
plays on how to give balanced and critical feedback to their peers.  
 
During the school experience, the trainees will observe each other in the light of certain 
criteria which they decide amongst themselves. It may be, for example, that one trainee is 
uncertain as to whether their use of the language is clear in some instances and if the 
learners understand them. Their colleague will pay particular attention to this and provide 
feedback after the lesson. 
 
Mentors will feed back to both trainees following one of their lessons. This is 
advantageous as it means that they will both have the benefits of the mentors’ input. 
Also in some respects some of the pressure is taken off the mentor as the trainees will 
discuss problems and issues together and resolve them. Non-native trainees are placed, 
where possible, with British trainees because they can respond to any questions of a 
cultural nature regarding the National Curriculum or the education system.  
 
3.4 Values 
 
3.4.1 Training in social and cultural values (item 35) 
Trainees are not given any further training on cultural awareness as part of their initial 
teacher education. Since the PGCE is limited to one academic year, there is no 
opportunity to spend time on teaching about cultural and society. However all trainees 
work in mixed nationality groups (including the courses taught purely in the UK where 
up to 50% of trainees will be foreign nationals) and so cultural exchange is embedded in 
the nature of the course. The presence of trainees with different educational experiences 
and ideals, taken from their country, often sparks active debates. This is beneficial for the 
British trainees as it means they are constantly challenged, especially when thinking about 
what they consider normal and acceptable. Trainees are made to think about how they 
can raise their learners’ cultural awareness, for example, by ensuring cultural differences 
and comparisons are part of schemes of work. 
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3.4.2 Training in the importance of teaching and learning about foreign 
languages and cultures (item 37) 
Since the schools in which the trainees are placed are often quite rural and small, the 
pupils are very often isolated and have not travelled outside the UK. Nor will they have 
had much occasion to come into contact with non-English speakers. The role of the 
language teacher in these types of schools is perhaps more pronounced. The teacher is 
responsible for introducing the learner to a number of different possibilities which fall 
outside their everyday experiences. The teacher must help the learners to be excited and 
enthusiastic about the prospect of learning a new language, when the advantages of doing 
so are not immediately obvious. 
 
To this end, trainees are encouraged to think creatively about their lessons and to make 
them as interactive as possible. Depending on the learners, the trainees are encouraged to 
invent games and other activities and offer incentives for doing well. By arming the 
learners with the language levels necessary for them to take part, the language itself is 
perceived as more a vehicle for participating in the activity. Language learning is 
embedded in the process of participating in the game and learners are less conscious of 
using the language itself.  
 
4. Points to note 
 
4.1 Target Language Competency 
Before being accepted on the course, trainees must demonstrate appropriate target 
language proficiency. This is tested at the interview stage. Applicants who do not display 
a sufficient language competency are rejected. The language competence of the trainees is 
then monitored throughout the programme. Trainees who struggle with any aspect of 
the language are given extra support by tutors. 
 
As the College is autonomous from any university on an organisational level, there is 
little scope for trainees to use self-access resources or take classes in a second language 
within a Department of Modern Languages. However St. Martin’s offers its own self-
access laboratories and will help trainees implement other strategies to maintain their 
language competence. (Related item: 27). 
 
4.2 Issues surrounding the European Teacher Programme (PGCE Maîtrise FLE/ 
HSQA) 
In the past there has been a certain amount of difficulty in recruiting enough British 
trainees on to this course. The main reasons for this are practical. There are certain 
financial implications involved for a trainee who is going to spend a short time abroad 
See the case study on the Pädagogische Akademie, Innsbruck (3.1.1; 4.1). 
 
4.3 School relationships and networks 
Since St. Martin’s sends its trainees to schools in at least pairs they are obviously working 
with a smaller number of schools. This is beneficial as it means the schools can really 
work in partnership with the College. All school-based mentors are thoroughly trained at 
regular intervals and they fully understand the expectations the College has of them and 
what their role involves. Trainees are visited up to five times throughout the course by 
St. Martin’s tutors meaning that the schools have even more contact than might be 
expected. A trainee’s former mentor from their first school is sometimes asked to visit 
them in their second school. This gives continuity for the trainee and is valuable for the 
professional development of mentors.  
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4.4 Alumni contact 
St. Martin’s College remains in contact with its alumni as much as possible. At key points 
throughout the year past trainees are invited to speak to the current trainees about their 
experiences and how they found the course. This reassures the trainees about their own 
progress and what they should expect. Many former trainees become mentors. 
 
5. Summary 
 
Although St. Martin’s offers a number of different PGCEs which enable a trainee to 
teach a language in the UK, they all essentially have the same structure and content. The 
PGCE is undergoing several changes this year and will become more modularised. This 
has allowed the development of a flexible PGCE, which like that at the Open University, 
is designed for trainees who are unable to commit to full time study. 
 
Main strengths: 
• Balance between theory and practice; 
• Opportunity for action research; 
• Opportunity for reflection and peer review. 
 
 
Areas for further consideration: 
 
• Target Language Competency; 
• Issues surrounding European Teacher Programme; 
• School relationships and networks; 
• Alumni contact. 
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Website: www.ucsm.ac.uk 
 
 
  31
University of Bremen - Germany 
 
1.1 National Background 
Responsibility for secondary education in the Federal Republic of Germany lies with the 
Ministries for Education in the 16 Länder  into which Germany is divided.  However, 
efforts are made to provide coordination at a national level by the Standing Conference 
of the Ministers of Education and Cultural Affairs of the Länder (KMK).  Most 
secondary education follows a tripartite system of organisation in which pupils attend a 
Hauptschule, Realschule or a Gymnasium after leaving the primary Grundschule. The 
Hauptschule is designed to provide students with a general education, including a 
vocational or technical component.  This includes the study of a foreign language, usually 
English. The Realschule encompasses a broader based education, which also includes 
foreign language learning.  Some pupils in Realschulen have the additional opportunity to 
study French.  The most wide-ranging education is provided by the Gymnasium, where the 
study of two foreign languages is mandatory.  There are also a large number of 
Gesamtschulen or comprehensive schools (at least one in every northern city), which also 
offer one or two foreign languages.  
 
1.2 Initial Teacher Training 
Training for teachers at all types of school is regulated by the requirements of Länder 
legislation.  Initial teacher education in foreign languages is the responsibility of 
universities.  Students can also train at Pädagogische Hochschulen (teacher education colleges) 
in Baden Württemberg.  Within universities, training is normally carried out by a 
combination of the education and foreign language departments.  English is the most 
frequently offered language for initial teacher education, with most service providers also 
offering French and – more recently - Spanish.   
 
Students entering the German university system enrol in professional degree 
programmes from the start. Traditionally, German higher education synchronises 
undergraduate and graduate programmes (although changes are imminent – see below). 
Initial teacher education in Germany thus caters to students aiming to obtain the 
professional degree of a Lehramt. Federal education policy obliges them to be trained in 
two subjects of their choice and provides them with a double qualification.  There are 
however, a few restrictions on the combinations of languages that can be studied.  The 
kind of training undertaken depends on the type of school in which the trainee intends to 
teach.  Those opting for the upper secondary/Gymnasien training have the widest choice 
of foreign languages available to them.   
 
Changes to teacher education are currently under way.  The whole higher education 
system has recently been reformed to allow students to complete Bachelor’s or Master’s 
degrees before embarking on further professional training. Trainees can now follow 
these degrees alongside the Lehramt, but it is essential for them to pass additional state 
examinations in order to become teachers.  Teachers are civil servants in Germany. 
Currently, students must have a school leaver’s Abitur to embark on initial teacher 
education.  The usual length of the courses is nine semesters. Courses are accredited by 
the state.  The programme is integrated in higher education institutions in so far as 
trainees follow courses in educational pedagogy alongside those that are subject specific.  
However, there are two distinct phases to teacher education in Germany.  The first phase 
takes place in universities and Pädagogische Hochschulen.  The second phase 
(Vorbereitungsdienst) corresponds to a pre-service education in which the student is 
employed in school.  
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1.3 Continuing teacher education (in service) 
In-service education is largely the responsibility of the individual Ministries for Education 
and Culture in each of the Länder. Under these arrangements, in-service education is 
normally organised by the Landesinstitut for continuing teacher education. A number of 
courses are also run by the consortia of local school boards.  Schools also operate their 
own in-service education. Universities have an increasing role in organising courses for 
teachers. Teachers can also attend training courses organised by the Council of Europe 
and the cultural institutions attached to embassies. As in other European countries, there 
are various exchange programmes funded under different schemes such as Socrates/ 
Erasmus and the Federal Ministry of Education.  The Bundesverwaltungamt in Cologne 
organises visits abroad for teachers. Training is not always accredited and is not 
compulsory, but teachers who wish to advance in their careers need to show evidence of 
regular in-service education attendance.  Teachers who teach in bilingual contexts are 
expected to receive regular training, although much of this is still in the planning stage. 
Only one-third of teachers are thought to participate regularly in in-service education. 
 
2. Case study context 
This case study covers the teacher education within the Department for English and 
American studies. As mentioned above, there is a separate Education Faculty, which 
deals with a range of pedagogical theory and practice. Teacher education for those going 
to work in primary schools is also carried out here. The work in the department of 
English and American Studies is mainly for those aiming to teach in secondary schools; 
although, primary subject didactics is also taught in the department.   
 
2.1 Organisation of Institution 
Bremen University has a long heritage. However, it was not formally founded until 1971 
as part of a surge in new universities in Germany. It is considered a 'reform' university 
with a special mission to pursue new approaches to teaching and research. In particular, 
its curricular policy is characterised by interdisciplinary and practice-orientated project 
studies. There are twelve faculties. The Department of English and American Studies is 
located within the Faculty of Linguistics and Literary Studies. There is a separate Faculty 
of Pedagogy and Educational Sciences.  
 
2.1.1 Structure 
It is important to note that teacher education at this level is part of a professional 
programme for students who choose an 'education' career at the outset. For these, 
teaching studies are integrated with their language studies. In the latter case, they share 
sessions with students who are not aiming to teach. In Germany, it takes approximately 
four to five years at university to complete the first phase of their professional degree 
programme, followed by an 18-months 'in-service training' phase at another institution. 
In Bremen, trainee teachers get an early exposure to teaching practice in year one or two; 
this is intended to act as a confirmation of career orientation. There is then a further 
practice stage in years three and four. 
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 There are five 'pillars' for language students aiming to become teachers: 
 
- Cultural Studies 
Culture and History of the British Isles, the Commonwealth and North America. 
Cultural Studies Methodology (Social Studies, Economics, Political Theory, 
Ethnology, Psychology, family and culture networks). In order to analyse national 
particularities, international comparative questions are included. The main 
developments of culture and society are included in the initial teacher education 
curriculum, as well as alternative models of society and neglected groups. 
- Literature Studies 
History of Literature, Text analysis, Literature theory and methodology, history of 
science and science theory. Comparative and interdisciplinary areas are also 
covered (including the relationship between literature and other art forms like film 
and music. Topics in “Anglistik” are covered from the Renaissance until today, 
“Amerikanistik” covers Romanticism, Realism, Naturalism and Modernism until 
the present day. The events offered are wide-ranging and include multicultural 
perspectives: i.e. native American, Afro-American, Jewish-American, Asian-
American and Chicano-literature. As in the field of Cultural Studies, a holistic view 
of culture is aimed at in literature studies by understanding the special relationships 
between class, race and ethnicity and gender. The aim is to impart knowledge of 
the entire field of literature regarding its forms and historic-cultural contexts. 
- Language Studies 
The studies of linguistics consists of the study of language in general, and more 
specifically the study of the English language in its full variety and its particularities 
regarding other languages, and most importantly German. The basics of the studies 
are in phonology, morphology, syntax, semantics, lexicology, linguistic pragmatics 
or text linguistics. In the context of initial teacher education, these areas have to be 
studied depending on their relevance to foreign language teaching and applied 
linguistics. The linguistic processing method in language comprehension, language 
production, storage of linguistic elements and development of linguistic abilities in 
an individual have to be analysed. This happens in the field of psycho-linguistics 
with close reference to psychological theories and research methods. 
- Improving Language Competence 
The improvement of linguistic competencies is essential for this course, the aim is 
to achieve near-native competency.  The linguistic teaching programme includes a 
minimum of three hours per week per semester in courses where the abilities in 
listening, reading, writing and speaking can be practised and improved. A 
successful study course also involves extra-curricular self-study periods. For this 
means, the open language laboratory can be used and students can work on their 
language competence and can prepare for relevant exams. (Related items: 16, 26, 
27). 
- Foreign Language Didactics 
Only the Foreign Language Didactics course offers explicit coverage in language 
teaching methodology, although, up to a point, there is some attempt to refer to 
pedagogical issues in all of the pillars. The pillars exist in parallel for all languages 
covered in the department: French, English, Spanish. The first four components 
are included in the first phase of initial teacher education “Grundstudium”. 
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2.1.2 Content 
 
The content of programmes in Bremen is organised in two phases: 
 
• First phase of initial teacher education (Grundstudium): basic knowledge of the 
three disciplines Literature Studies, Language Studies and Cultural studies; and 
furthermore subject didactics and improving language competency. The first 
phase of initial teacher education concludes after four semesters with the interim 
exam. 
 
• Second phase of initial teacher education (Hauptstudium): A main area of expertise 
can be chosen in one of the pillars mentioned above. In order to reach beyond 
the traditional profession of the language teacher, extracurricular activities are 
encouraged. Add-on qualifications in initial teacher education and CLIL are also a 
priority. The second phase of initial teacher education concludes after another 
four to five semesters with the final exam. 
 
3. The Profile Elements Exemplified 
 
3.1 Structure 
3.1.1 A curriculum that integrates academic study and the practical experience of 
teaching (item 1) 
Academic study and practical experience of teaching are integrated through the structure 
of the course. The theoretical 'pillar' of the undergraduate didactics programme deals 
with the practical applications of language learning theory to classroom teaching. Subject 
content and didactics complement one another. There are also two periods of sustained 
teaching practice over the course of the undergraduate studies. 
 
3.1.2 Experience of an intercultural and multicultural environment (item 5) 
Periods of study abroad are a compulsory part of the course; although their length and 
frequency are subject to finance and availability. These visits often depend on the 
strength of established links; for example, Erasmus/Socrates programmes are widely 
used, as are partnership programmes with American universities; also, there is a 
cooperative partnership between Bremen French Studies and the IUFM in Calais. Such 
residential stays offer opportunities for experience of intercultural and multicultural 
environments. The Cultural Studies/Social History pillars of the undergraduate 
programme also enhance cultural awareness. Similarly, CLIL and IDEELS (see below) 
are both predicated on cultural knowledge in language learning. However, first hand 
teaching of languages in pluricultural contexts is not always possible. 
 
3.1.3 The opportunity to observe or participate in teaching in more than one 
country (item 8) 
Observation and participation take place where they are relevant and appropriate and the 
department is looking to develop a more comprehensive practice in this area. There is 
the issue as to the extent team-teaching can take place abroad. Where possible, when 
trainees are working alongside teacher colleagues in other countries, it is assumed that 
team-teaching will form a part of mentor.  
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3.2 Knowledge and understanding 
 
3.2.3 Training in information and communication technology for personal 
planning, organisation and resource discovery (item 18) 
There is systematic use of ICT throughout the trainees' studies. In particular, ICT as an 
add-on qualification is offered, as well as an ICT language learning suite for self-study. 
'Designing and implementing online databases and Web interfaces', 'Digital 
Communication Media in the School' and 'Language and Software Use' are three of the 
units provided. However, these are generic units; specific language ICT units were 
cancelled as a result of budget cut backs. IDEELS (Intercultural Dynamics in European 
Dimension through Online Simulation) is a programme used to develop 
intercommunicative dialogue skills. It is not only for language students but all 
undergraduates and has the potential to operate an international level: 
http://www.ideels.uni-bremen.de. 
 
3.3 Strategies and skills 
 
3.3.1 Training in the development of reflective practice and self-evaluation (item 
25) 
Trainees adopt a reflective approach to their own teaching through journal entries and 
plenary discussion. There are examples, when these different perspectives are developed. 
As such, distinctions are made within cultural studies  leading to a value added 'third 
domain’ perspective. Similarly, trainees are encouraged to understand teaching from 
different perspectives: history; history in English; history in English within a second 
language learning methodology. This broadening of the trainee’s worldview is an 
important element in developing reflexivity. 
 
3.3.2 Training in Content and Language Integrated Learning (CLIL) (item 33) 
There are several programmes for CLIL (Content and Language Integrated Learning) 
aimed at trainees, studying for secondary level as an add-on qualification. 
‘CLIL’/’Primary English’/’Teaching foreign languages to adult learners’ are also add-on 
qualifications. All programmes are modularised in the curricular structure. CLIL is aimed 
at trainee teachers with a second subject apart from English (i.e. biology, history, 
geography, politics).  The duration of training is four semesters with an approximate 
workload of four hours per week, per semester.  The programme consists of four 
modules. Practical training includes one four-week scheme (strongly recommended to be 
abroad or alternatively in a local CLIL-school) and another period on a one-day-per-
week-basis throughout summer term. There is also a programme for Primary English, 
aimed at trainee teachers studying for a degree in Primary Education. English as their 
third subject can be studied within the Primary Education study programme. Courses are 
modularised and the duration of training is three semesters with a minimum workload of 
six hours per week, per semester.  
 
3.3.3 Training in developing relationships with educational institutions in 
appropriate countries (item 30) 
The Institute for Foreign Languages Didactics and the Promotion of Multilingualism 
(INFORM) houses the EUFOR centre (European research consortium and doctoral 
program). The implementation of task-based and learner centred approaches to foreign 
language learning and teaching are central to it. The centre promotes academic 
innovations in multicultural approaches for improving foreign language education (acting 
as a platform for emerging researchers in the area). It has good networks involving 
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institutions abroad (for example Besançon, Durham, Alcalá, Stirling, Limerick) and is 
involved in organising workshops, seminars and exchanges. It also actively promotes 
PhD research leading to a joint international degree. There are also many international 
links, visits and exchanges. However, whilst these exist in the university, there is no 
systematic coverage of how to establish relationships between schools, colleges and 
training, although the awareness of the importance of such relationships is raised. 
(Related item: 39). 
 
3.4 Values 
 
3.4.1 Training in social and cultural values (item 35) 
Cultural Studies is one of the five pillars of programme content for undergraduates. 
Intercultural learning is a staple in the EFL pedagogy programme and in the CLIL add-
on programme; an example of a unit is “Teaching language through culture and 
intercultural communication”. Fringe activities include the University culture club: “The 
Culture Vultures”, organising English-language cultural events in Bremen. Regular 
theatre workshop units are also available. A further unit example is “Intercultural 
learning in the EFL classroom”. The TEFL programme coordinates with other foreing 
language programmes in INFORM (Institute for Foreign Languages Didactics and the 
Promotion of Multilingualism). In addition, there is a multi-cultural curriculum 
development in a joint operation with French, Spanish, and German as a second/foreign 
language. Early language learning and cultural diversity programme development is a 
joint operation between INFORM and University of Oldenburg.  
 
4. Points to note 
 
4.1 Importance of subject didactics 
 
Subject didactics is regarded as an integral part of the course. From an early stage, trainee 
teachers have the possibility to reflect on theoretical and practical aspects of English 
lessons. In addition, the practical phase of the course enables them to reflect on their 
suitability for the teaching profession. Students who decide to do an initial teacher 
education course should not only have a high level of language competence, an interest 
in a variety of languages, literature and cultures of the English-speaking world, but also 
an active interest in contributing new ideas to the pedagogical setting of the everyday 
school environment. The present school settings make clear that it is not sufficient to 
only know how to design an effective English lesson, which will motivate the learner and 
use a variety of methodologies. The ability to critically reflect on one’s performance 
during such a lesson in order to develop a theory- related action competence is also 
included. Subject didactics aims at providing basic knowledge and tools for such an 
approach. 
 
5. Summary 
 
Mains strengths: 
 
• The students select a 'teacher training' route at the beginning of their university 
studies. Everything is then orientated towards this;  
• The length of the degree programme supplemented by the post-graduate in-service 
training phase of 18 months: this means that it usually takes six to seven years to 
become a teacher; 
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• The complementarity of subject content work and didactics- methodology; 
• Parallel structures exist across languages; 
• All languages exist in the same faculty. These structures aid horizontal cohesion; 
• The high level of linguistic competence expected at the outset and the time dedicated 
to improving this; 
• The mix of core units and add-ons; 
• Development of CLIL and ICT feature (IDEELS); 
• Research is an integral part of the work in the department means that trainees are 
trained by people who are up to date with latest thinking about pedagogy; 
• The way culture is integrated within the programme. 
 
Areas for further consideration: 
 
• Relationships with schools and the post-graduate institutions; 
• Programmes of work in schools; 
• Mentors and mentor training; 
• How the education of trainees in certain key areas has an impact on their subsequent 
work with learners; 
• Further development of ICT and CLIL work. Further applications of IDEELS and 
the profile of EUFOR for the trainees; 
• Further orientation of programme in terms of the Profile, and in the light of 
imminent changes towards a B.A./M.A. structure for HE; 
• The profile of education within the pillars - horizontal liaison between areas of work; 
• Primary/secondary liaison; 
• Maintaining and developing a programme of links with schools and education 
institutions abroad; 
• Lecturer, mentor and trainee mobility; 
• Cultural elements in terms of regionality and language; 
• The impact and integration of ERASMUS students; 
• Coverage of QA and QE issues; 
• Trainees’ team teaching, action research, peer observation. 
 
6. Contacts/Acknowledgment of sources 
 
Gerhard Bach, Stephan Breidbach, Klaus Hoffmann, Daniela Elsner, Dagmar 
Abendroth-Timmer, Andreas Grünewald, Hans Peter Krings, Lutz Küster, Janet 
Sutherland, Sabine Bröck. 
 
http://www.fb10.uni-bremen.de/anglistik 
 
http://www.fb10.uni-bremen.de/romanistik/ 
 
http://www.ideels.uni-bremen.de 
 
 
  38
The University of Granada - Spain 
 
1.1 National Background 
Spain has a three phase education system. Children begin infant education at the age of 
three. At five years old they start primary education and enter into the secondary system 
at the age of 12. Accordingly, Spain trains teachers for each of these three distinct levels. 
 
Spain has recently undergone a number of reforms of the education system. The recent 
change of government in 2004 has meant that further changes will be made. At present, 
children will start their first foreign language at the age of eight and continue until the 
end of compulsory schooling at 18. According to the recent reforms, children as young 
as three will begin a foreign language. Since 1990, English has taken over from French as 
the first foreign language taught in schools. Learners are able to study up to three foreign 
languages during their school careers. 
 
Becoming a teacher is hugely competitive in Spain and they have civil servant status. On 
completion of initial teacher education, prospective teachers are required to sit an 
examination, which is organised on a regional level. The number of trainees who pass 
this examination is dependent on the number of teaching vacancies available in the 
region. 
 
1.2 Initial Teacher Education 
Secondary education language teachers must complete an undergraduate degree in 
language and culture. This can take four to five years. Teacher education is undertaken to 
work towards the Certificado de Aptitud Pedagogica or CAP. This is a course lasting one year 
in which the trainee teacher must cover a number of theoretical modules as well as 
spending up to 30 hours teaching in a school. 
 
Language teachers wishing to teach at primary level must complete a three year 
integrated degree, which earns them the title of Maestro/a. They will follow the language 
specialisation throughout the three years. 
 
1.3 Continuing Teacher Education (in-service) 
In-service education is not compulsory in Spain but it is common practice and usually 
constitutes a requirement for pay increases and promotion. 
 
2. Case Study Context 
The University of Granada operates over three campuses. One is in the city of Granada 
itself and the other two are in the Spanish cities of Ceuta and Melilla on the coast of 
Morocco.   
 
The Department of Language and Literature within the Faculty of Educational Sciences 
at the University of Granada offers both the theoretical education for the CAP for 
secondary education and the integrated, primary level, Maestro/a qualification in English 
and French language.  
 
The main focus of this case study will be primary level qualification with the study of 
English language and didactics. 
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The Faculty is well established and there are approximately 100 students studying English 
across the three years. Despite the geographical divergence, parallel courses are taught at 
all three campuses. 
 
2.1 Organisation 
 
2.1.1 Structure 
Trainees must complete three years of full time teacher education and pass a final exam 
to be offered a teaching post. The courses they follow fall into three categories; 
1) Those courses which must be studied by all students of modern foreign 
languages which are imposed by the Ministry of Education; 
2) Those courses which are made obligatory by the individual university for their 
individual programme; 
3) A wide range of optional courses in alternative subjects which are chosen at the 
trainee’s discretion, according to timetable constraints.  
 
Since this is an integrated degree, trainees are required to follow courses in English and 
American literature as well as teaching methodology and didactics of the English 
language. During the third year trainees spend four months in a school carrying out 
teaching practice. There is also the possibility of spending time abroad during the third 
year of the course on an Erasmus placement. 
 
Teacher education is generally delivered via lectures with seminars. For certain modules, 
trainees spend one or two sessions a week putting into practice what they have learnt 
through working together in groups and through role-plays. There is a general move 
away from more old-fashioned styles of teaching to those which allow the trainees to 
work together and with more autonomy. This mode of teaching will allow the trainees to 
become more comfortable and confident with both their language and teaching methods. 
 
2.1.2 Content 
The English Didactics course lasts for one semester. During this course trainees cover 17 
different topic areas including theories of second language acquisition, psychology, new 
technologies, socio-linguistic competence and assessment. They will also examine how to 
teach the four basic skills of speaking, listening, reading and writing. Trainees also cover 
the methodology of grammar teaching and the intercultural components of language 
teaching and learning. 
 
Trainees are required to spend a considerable proportion of the programme studying 
English and American literature. This is for the trainee’s own formation and to improve 
their language competence as well as to train them in teaching literature to young 
learners. They are taught how to use nursery rhymes and songs in their teaching and how 
to choose materials suitable to their learners. 
  
3. The Profile Elements Exemplified 
 
3.1. Structure 
3.1.1 An explicit framework for teaching practice (stage/practicum) (item 3) 
At the University of Granada trainee teachers spend a block of four months in one 
school during their third year. Although the University does issue guidelines about what 
experiences the trainee should have during this time, the amount of actual teaching they 
do is often at the discretion of the classroom teacher. Trainees may have to change 
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schools if the classroom teacher is not correctly supervising their professional 
development. 
 
However, what is notable about this case study is the amount of access trainees are given 
to their university-based tutors during their placements. Meetings are arranged on a 
weekly basis to discuss any issues or concerns the trainee may have. 
 
Moreover trainees are encouraged to participate in staff meetings and parents’ meetings. 
They should begin to feel part of the school and they should be aware of the wider role 
of the teacher outside of the immediate classroom context. 
 
3.1.2 Working with a mentor and understanding the value of mentoring (item 4) 
At the University of Granada, the role of mentors, and more specifically the amount of 
training they receive, is un-systemised. However it is important to note that mentors play 
an important part in the assessment of trainees. Together with the university-based tutor, 
the mentor is required to write a joint report about the progress of the trainee and what 
they have achieved during the school experience.  
 
3.1.3 A period of work or study in a country or countries where the trainee’s 
foreign language is spoken as native (item 7) 
As part of the Erasmus programme, trainees at the University of Granada are offered the 
opportunity to spend up to nine months at a partner university within Europe. The 
University also has well established links with institutions in Central and South America. 
At present 15-20 trainees will spend some time abroad. If the programme they follow 
whilst abroad includes spending a period in a primary school, the trainees from Granada 
can use this experience to count towards their own teaching placements.  
 
In order to qualify for an Erasmus placement, a trainee must have a good academic 
record and demonstrate their language competence by passing an exam. 
 
The University wishes to expand its participation in such international networks and aims 
to send a higher number of trainees abroad. However, Spanish students often seem to be 
reluctant to travel. One reason for this appears to be their lack of confidence in their 
spoken language competence.  
 
3.2 Knowledge and understanding 
 
3.2.1 Training in the development of a critical and enquiring approach to teaching 
and learning (item 15) 
Throughout the programme the trainees at the University of Granada are required to put 
the theoretical elements of the course that they have learnt in the lecture theatre into 
practice. To this end, courses include practical sessions and workshops during which 
trainees are required to work in small groups and try out what they have learnt. They 
critically evaluate each others’ approaches and the techniques employed to deliver a 
lesson. They also examine different methods of teaching the various aspects of language. 
This is then discussed in a seminar with the course tutor. 
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3.3 Strategies and skills 
 
3.3.1 Training in ways of maintaining and enhancing ongoing personal language 
competence (item 27) 
Trainees maintain their language competence through the study of literary texts. Trainees 
are required to discuss the texts in the target language to develop more literary or 
technical vocabulary. They also build up a glossary of new terms and phrases as they 
come across them. For many, this will be the first time they have ever been required to 
read an entire novel or poem in English since Spanish secondary schools tend to use 
graded readers. This activity no doubt contributes to the language level of the trainee. 
 
3.3.2 Training in peer observation and peer review (item 29) 
Through the forum of these practical sessions, trainees are given the opportunity to 
observe each other and give feedback on their colleagues’ performance. This is valuable 
as it allows the trainee to practise teaching in an informal, familiar environment in which 
they do not feel inhibited or intimidated. This is good grounding for their school 
experience in the third year and also develops the trainees’ team work and 
communication skills. 
 
3.4 Values 
 
3.4.1 Training in social and cultural values (item 35) 
Social and cultural values are embedded in the content of the materials trainees are taught 
to use. Trainees are also taught about the different education systems across Europe and 
they examine how and why they are different to the Spanish system. 
 
3.4.2 Training in the diversity of languages and cultures (item 36) 
Trainees are taught to use a number of different textbooks to teach English to young 
learners. Through both the content and the illustrations used, the books display cultural 
diversity. In terms of content, for example, a book will concentrate on how Christmas is 
celebrated in the UK. The pictures and illustrations in the book show diverse ethnic 
groups, representing modern British society.   
 
 
3.4.3 Training in team-working, collaboration and networking, inside and outside 
the immediate school context (item 39) 
Much work is being undertaken currently in Spain on developing shared resources 
nationwide. Staff at Granada are contributing to a manual for Teacher Education on 
their particular specialisms which will include input from academics across the country. 
Academics meet regularly to explore and discuss pedagogical issues. This is innovative in 
the sense that it is a move away from regionally organised structures. 
 
4. Point to note 
4.2 Attendance and Participation Marks 
As well as being graded on submitted written work, trainees are also given marks 
according to their participation in group work and seminars. This not only encourages 
trainees to take part but also takes the emphasis off the written work and so allows the 
trainees to display competences which are not of a purely academic nature. 
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5 Summary 
 
Main Strengths: 
• The opportunity for trainees to spend some time abroad during the programme 
either studying or teaching; 
• The contact between tutors and trainees during the school experience; 
• Innovation in the area of varying forms of assessment; 
• The opportunity for trainees to practice the theoretical elements of their 
programme in a comfortable and informal setting; 
• The development of team working skill via the forum of practical session.  
 
Areas for further consideration: 
• Encouraging the trainees to study with greater autonomy. This is particularly the 
case with strategies for language level improvement. Trainees need to use the 
self-access facilities available to them; 
• Greater numbers of trainees should be introduced to the opportunities available 
to them via Erasmus; 
• Observation practice or work experience in schools early on in the programme 
would give trainees an idea earlier of what teaching involves. 
 
6. Contacts/Acknowledgements 
 
Julio Torrecillas Ramirez, Daniel Madrid Fernández, José Luis Ortega Martín, Jesus 
Muros Navarro 
 
www.ugr.es/university 
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University of Jyväskylä - Finland 
 
1.1 National Background 
With Finnish and Swedish, Finland has two national languages that have equal status in 
education and culture. Sami speakers (approximately 1,700) have been granted restricted 
language rights, including primary education in their mother tongue.  
 
The speakers of the two national languages are required to study the non-native national 
language in comprehensive school. Public authorities are obliged to provide services in 
both languages. Foreign languages can be studied at primary level. 
 
1.2 Initial teacher training  
The majority of Finnish university students complete a Master’s degree after five years of 
full-time education. Although a Bachelor's degree is offered by the majority of 
institutions, it does not qualify graduates as teachers.  
 
It is unusual for Finnish students to take the possible voluntary Bachelor's degree as 
most will go on to take a Master's degree anyway.  
 
Although the Master's qualification is very popular, its value is still comparable to that of 
a Master's degree in countries where students tend to take a Bachelor's degree alone. 
 
All Finnish teaching graduates are tri-lingual, since Finnish, Swedish and English are 
compulsory units of all teaching degrees. Further language specialisation may be achieved 
through major or minor subject choices. Languages other than these three are offered 
through language departments (i.e. outside the education faculty). 
 
1.3 Continuing Teacher Education  (in-service) 
In-service education is obligatory in Finland. Teachers must participate in in-service 
education for three to five days per year and may participate in additional courses on 
their own initiatives.  Short-term training courses run from a couple of hours to three to 
five days. Longer-term courses are also available, e.g. 12 days over a period of 12 months.  
The Finnish Federation of Foreign Language Teachers (SUKOL) provides training and 
scholarships for courses abroad. 
 
A very wide range of good quality in-service training is available.  Universities offer in-
service training in departments of languages and education. Programmes are also run by 
local school authorities and by private consultants. The Finnish National Board of 
Education also runs some in-service courses using university resources.  
 
2. Case Study Context 
The Master’s degree at the University of Jyväskylä for a teaching qualification in 
languages requires the study of 160 credits, comprised of a choice of major and minor 
specialisations. Language teacher education is organised by the language department, the 
teacher education department and the training school (Normal School). The Centre of 
Applied Language Studies also offers a number of courses. A minimum of 35 credits of 
pedagogical studies are required as part of the teaching qualification, including a period 
of teaching practice which is usually undertaken alongside the chosen subject studies. 
Accordingly, subject teachers for comprehensive schools and  ‘Class-teachers’ (grades 
one to six for comprehensive schools) study 35 credits in the subject concerned, whereas 
subject teachers for upper secondary schools (gymnasia) require 55 credits. Currently there 
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is no set time frame in which trainees have to complete their teacher education, although 
the degree restructuring at the University of Jyväskylä along the principles of Bologna 
envisages trainees graduating in five years, i.e. a major change from the average length of 
studies of seven years at the moment.  
 
However, another policy at the Languages Department at the University of Jyväskylä has 
contributed to the development of more efficient language teacher education. The 
Department of English started direct recruitment of language teacher trainees in 2000, a 
strategy which has also been adopted up by other languages. The usual way into teacher 
education before that was via the subject study programmes, usually after the second year 
of studies and including an entrance examination for the pedagogical studies. Although 
some trainees still have the option of this route, the majority of language education 
trainees of English are now enrolled as direct intakes. Hence a greater motivation of the 
trainees for the teaching profession is ensured and the University of Jyväskylä has had 
positive experiences with this policy, now also being used by other universities in 
Finland. 
 
This case study will also focus on the JULIET programme (Jyväskylä University 
Language and International Education for Teachers), which is a package of specialised 
courses offered to selected students within the Jyväskylä University’s teacher education 
programme. It offers trainees a specialisation in teaching English language at primary 
level, and teaching other subjects through the medium of English in addition to elements 
of international experience and intercultural education. Around 10-12 JULIET students 
per year are selected from amongst the University of Jyväskylä’s annual intake of primary 
school trainee teachers for the course that lasts for four years and awards a separate 
“JULIET” certificate.  Criteria for access include a high level of English language 
proficiency and a strong record of academic achievement in secondary school. In 
addition to the aptitude test required for entry into the Teacher Education Department, 
prospective JULIET students are required to sit a further language test to compete for 
places in the programme. Around three quarters of the studies undertaken by JULIET 
students are common to all of the trainee teachers. 
 
3. The Profile Elements Exemplified 
 
3.1. Structure  
3.1.1. A curriculum that integrates academic study and the practical experience of 
teaching (item 1) 
Due to the involvement of different departments in the teacher education programme in 
Jyväskylä, the coordination of the courses is difficult to oversee at times. For this reason, 
special roles of contact partners for cooperation in the Department of Languages and 
Teacher Education Department have been established. Hence, the communication flow 
between the departments is maintained regularly and responsibilities are clarified, as the 
different contact persons can be addressed in case any problems arise. Recently the 
language subjects have been restructured into one department, i.e. now acting within one 
framework and not being different departments. This has also allowed for a more 
integrated planning of the teacher education programme.  
 
Trainee teachers from the direct intake usually study their major subject in their first year, 
as well as the basics of pedagogical studies. This is rounded off by two short practical 
courses in the training school (which is called Normal School, and is located on campus). 
During the second year, most trainees opt to study their major subject or decide to go on 
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exchanges abroad and in the third year the minor subject is integrated more into the 
course. Overall, it can be said that the teacher education programme offers trainees a lot 
of flexibility to plan their studies according to their needs.  
 
The fourth year is mostly planned for the pedagogical studies, which are arranged 
together with the Normal School and other schools in Jyväskylä. Trainees have the 
option to do their teaching practice both in primary and secondary schools. The fifth 
year is intended for work on the Master’s thesis, which can also be concerned with a 
practical subject and can be supervised jointly by staff at the Department of Languages 
and the Teacher Education Department.  
 
During the fourth year of pedagogical studies students are required to teach 
approximately 30 lessons themselves. As the trainees work under different mentors, this 
enables the use of different methodologies in teaching. The students are also encouraged 
to bring their experiences in different countries during stays abroad into the way they 
teach. The Normal School is very well equipped as the institution receives state funding 
and trainee numbers in the classrooms are low. Hence, an ideal work environment is 
ensured. 
 
As for the JULIET programme, an even more integrated balance between aspects of 
theory and practice is achieved through four periods of teaching practice/ field practice 
compressed in the overall course. There is a good flow and connection between theory 
and practice as classroom teachers’ education relates directly to situations of the 
classroom under the guidance of experienced language teachers who have worked in 
schools and know the system well. The cooperation with the Normal school is good and 
the relationships are constantly reinforced and developed; regular meetings are held for 
more effective cooperation.  
 
3.2. Knowledge and understanding 
 
3.2.1 Training in information and communication technology for pedagogical use 
in the classroom (item 17) 
The Centre for Applied Language Studies offers a programme in the area of language 
technology in language learning. The goal of the programme is to provide skills, 
knowledge and awareness needed for a successful integration of new thinking, new 
technologies and new approaches to teaching and learning languages through the 
medium of ICT.  
 
The content of the programme includes working on the challenges arising from new 
learning environments, emerging pedagogies, designing and producing electronic 
teaching and learning materials, language assessment, changes in learning and teaching 
cultures and new approaches to language and communication. It is worth the equivalent 
of 20-40 ECTS credits (the present Finnish credit unit is called study week, which is 
about 1.5 ECTS credits): 
 
Core units (totalling 10 study weeks): 
• Introductory course (4 study weeks), covering topics of language, 
communication, language learning and teaching; 
• Electronic teaching/learning materials (2 study weeks); 
• Teaching via computers and networks (2 weeks); 
• Language assessment (2 weeks). 
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Additional / optional studies: 
• Specific courses (1 - 5 study weeks) (varying subjects, e.g. a course on Flash 
animation); 
• Enlarged project studies (1 - 5 study weeks; depending on the involvement of 
specific students). 
 
The trainees divide into two to four member groups and work on specific themes with 
concrete outcomes. During the past year, all groups worked for, and in cooperation with, 
the Jyväskylä University Language Centre and its teachers to produce new content 
material for its independent study environment 'Kielikompassi' (language compass), on 
http://kielikompassi.jyu.fi/indexeng.htm.  
The mode of study includes team-teaching, self-study, lectures, project work, team-work, 
group discussions, practical skills and hands-on experiments, linking theory and practice. 
 
3.2.2 Related item: Initial teacher education that includes a course in language 
proficiency and assesses trainees’ linguistic competence (item 16) 
The Centre for Applied Language Studies is one of the core partners of the DIALANG 
project at www.dialang.org, which is the first major language assessment system based on 
the Council of Europe's "Common European Framework of Reference" offering tests in 
different language skills (reading, writing, listening, grammar and vocabulary) in 14 
languages. Language teacher trainees are made aware of the benefits of DIALANG, 
which can be downloaded for free. In addition to the tests, a wide range of feedback and 
expert advice is given relating to the improvement of language skills. Although they do 
not issue language certificates of any kind, the tests at DIALANG establish language 
levels and give tips on how to improve language competence. 
 
As many trainee teachers lack a practical concept of the use of the assessment scales of 
the Common European Framework, DIALANG offers them the possibility of concrete 
examples and an option for self-assessment. (Related items: 26, 40) 
 
3.3 Strategies and skills 
 
3.3.1 Training in ways of adapting teaching approaches to the educational context 
and individual needs of learners (item 22) 
In the framework of the JULIET programme, trainees are trained in second language 
acquisition in practice. They are brought into contact with young learners of Finnish as a 
foreign/second language and also spend a few lessons supervising immigrant children 
working on classroom assignments. The course also offers an insight into the important 
perspectives in immigrant education in general. In the framework volunteering 
possibilities mentioned under 3.4.1, trainees can opt to participate in the so-called 
“homework project”, helping children from immigrant backgrounds with their 
coursework and Finnish language skills.  
 
3.3.2 Training in the development of reflective practice and self-evaluation (item 
25) 
The importance of combining theory and practice and a critical approach to teaching and 
learning is also stressed in the portfolio requirements for foreign language trainees at the 
University of Jyväskylä. (Related item: 15). The portfolio consists of six parts (following a 
collection, selection, reflection- approach): 
 
• Prologue: identification of the trainees’ goals for teaching practice; 
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• Training Log: reflections on progress during the practice; 
• Documents of classroom teaching materials: range of materials showing evidence 
of planning for different age groups, teaching different foreign language skills and 
introduction of cultural and intercultural issues; 
• Teaching Philosophy: ability to apply theory to practice by presenting the 
principles underpinning the trainees’ chosen style of teaching and justifying this 
in the light of different pedagogical viewpoints.  Major theoretical concepts and 
their potential as practical solutions should be evaluated.  The trainee should also 
develop their opinions on the role of the teacher and criteria for good foreign 
language teaching; 
• Self-Assessment: identification of the trainees’ strengths and weaknesses and 
areas for development; 
• Epilogue: re-evaluation of the original goals for the practice and setting new goals 
for further professional development. 
 
Full justification for inclusion of all materials must be provided. Trainees are expected to 
show that they have considered the potential merits of a variety of different teaching 
approaches and their appropriateness in relation to their personality.  This requires a 
critical understanding of teaching methodology and an examination of the trainees’ 
strengths and weaknesses. 
 
3.4 Values 
 
3.4.1 Training in teaching European citizenship (item 38)  
As part of the JULIET programme, trainees choose active citizenship courses that relate 
to the dimensions of the concept of multidimensional citizenship (local, regional, 
national, European, global). In this context, speakers from local organisations and 
charities like the Red Cross or Children’s Protection are invited to talk about relevant 
issues and their work. Trainees then participate in volunteering sessions for one of these 
organisations in terms of administration support for example. Expansion involving more 
similar placements (not only for JULIET students) and also placements abroad is 
envisaged. In general, trainees’ reflections on their volunteering are very positive 
throughout, in their words such placements ‘open their eyes to the reality’. 
 
 
4. Points to note 
 
4.1 The envisaged university language policy 
In order to raise the awareness and importance of language and communication at the 
University of Jyväskylä, a university language policy has been drafted. It is being 
considered by the University Senate and, if accepted, could be implemented in 2005.  
 
The language policy addresses issues of an increased awareness of language competences 
(both mother tongue and foreign languages), promotion of languages for all students and 
an increased engagement of all university lecturers in improving the university’s efforts in 
language education. For language teacher education in general, intercultural education 
and ICT use would be strengthened and an expansion of exchanges and periods of 
studying abroad is envisaged. Furthermore, the different responsibilities and cooperation 
between different departments for language teacher education would be clarified. 
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Hence, the importance of languages at the University of Jyväskylä would be increased 
and its visibility heightened. In addition, the language policy would be beneficial for the 
university image regarding external communication. By raising awareness that language is 
an issue that has to be discussed, not kept in the background, more innovations in this 
area could be brought about. Another important point that would increase the visibility 
of languages is the planned appointment of a university Language Coordinator who 
would oversee the coordination of related issues and liaise with the Language Policy 
Committee in order to bring about an effective implementation of the policy. 
 
5. Summary 
 
Main strengths: 
 
• Direct recruitment of language teacher trainees; 
• One language department under one framework - which aids cooperation and 
communication; 
• Coordinator posts at the Languages Department and Teacher Training 
Department to be contact persons for issues relating to the language teacher 
education programme; 
• Widespread training in ICT and Portfolio use; 
• Active citizenship courses in the JULIET programme; 
• Many individuals have built up a strong tradition of applied language research. 
The Centre for Applied Language Studies has brought many advantages to  the 
University of Jyväskylä in terms of research innovation; 
• Strong tradition and commitment to education; 
• University language policy envisaged; 
• Expertise in assessment and language testing; 
• Expertise in language education planning and policy. 
 
Areas for further consideration: 
 
• Improving the integration of ICT training and intercultural education into the 
language teacher education programme; 
• Maintaining communication between the different departments involved in 
language teacher education, especially in the light of the restructuring of the 
course in line with the Bologna process; 
• Coverage of QA and QE issues to be improved. 
 
6. Contacts/Acknowledgment of sources 
Tuula Hirvonen, Kari Sajavaara, Glen Hughes, Ari Huhta, Pirjo Pollari, Jaana Toomar, 
Paula Kalaja. 
 
http://www.jyu.fi/tdk/kastdk/okl/english/ 
 
http://kielikompassi.jyu.fi/indexeng.htm 
 
http://www.dialang.org 
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University of Latvia - Faculty of Education and Psychology 
 
1.1 National Background 
The official language in Latvia is Latvian. However, approximately one third of the 
population has Russian as their mother tongue. Consequently there are a number of 
mixed schools providing education in both Latvian and Russian. 
 
Basic primary education begins at the age of seven and lasts nine years. This is followed 
by upper secondary education which is not compulsory. Children begin their first foreign 
language, which is normally English, in grade three at nine years old. A second foreign 
language, usually either Russian or German, is taken up in grade six and a third in grade 
ten for those who continue into upper secondary education. This system was introduced 
by educational reforms which took place in 1994. Accordingly the academic year 
2004/2005 will see the first wave of students who have learnt three foreign languages 
enter higher education. 
 
Many qualified teachers are tempted away from the profession by higher paid jobs in the 
private sector where their linguistic abilities are highly valued. This means that there is 
generally a shortage of teachers and many teachers will be required to teach a number of 
subjects in which they are not fully trained. 
 
 
1.2 Initial Teacher Education 
There is little distinction in Latvia between primary and secondary education since, 
particularly in rural areas, the size of the population means that it is more practical for all 
grades to be taught in one institution. 
 
There are two routes into to language teaching in Latvia. Trainees can follow a four 
Bachelor’s degree and then study a professional training course to obtain a teaching 
certificate. Alternatively trainees can follow a five year integrated degree taught at 
departments of Education and Psychology.  
 
The Faculty of Modern Languages at the University of Latvia is proposing a professional 
Masters degree in Applied Linguistics which could act as form of in-service education for 
practising teachers or a form of initial education following a Bachelors degree. This is a 
response to the Bologna Process but has yet to be approved by the Ministry of 
Education. 
 
1.3 Continuing Teacher Education (in-service) 
In Latvia 36 hours of in-service education is obligatory over a three-year period. This is 
currently organised on a regional level with little input from universities’ Faculties of 
Education.  
 
2. Case Study Context 
This case study report will look in detail at the integrated degree offered by the 
University of Latvia’s Faculty of Education and Psychology in Riga. It also offers a 
Master’s programmes in Pedagogy and Educational Science.  
 
The Faculty is very well established and has now been in operation for over 20 years.  
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The Faculty of Education and Psychology also runs an in-service qualification in 
language teacher education. This is designed for existing teachers who want to start 
teaching English and German as well as their original subject. Although this falls outside 
of the areas of focus of this report it does represent an innovative approach to language 
teacher education and therefore is explained in greater detail below. 
 
2.1 Organisation of Institution 
 
2.1.1 Structure 
During the five years of full-time education, trainees will spend 26 weeks on teaching 
practice. Fourteen of these weeks are devoted entirely to observation. This is begun in 
the first year of the course and then spread out evenly over the subsequent years. In the 
two final years, trainees will spend a six-week block in a different school each year. 
Therefore, upon qualification, trainees will have spent a considerable amount of time in a 
variety of schools. 
 
 During their time in schools, trainees work closely with school-based mentors and 
university-based tutors. They must produce detailed lesson plans and evaluate their 
teaching after every lesson by completing a comprehensive feedback form. All 
documentation must be completed in the target language. 
 
In terms of the more theoretical elements of the programme, there is great emphasis on 
the interactive and team-working approach. Trainees have the opportunity to micro-
teach and practise different methods with one another. 
 
2.1.2 Content 
Training will cover courses on methodology, psychology and language acquisition as well 
as spend 26 weeks on teaching practice. The level of spoken and written language 
displayed by trainees is very important. In particular, due to the fact that they are often 
preparing to teach younger learners, the accuracy with which they speak and write is 
considered paramount. Trainees must continue to improve their language competence by 
following conversation and grammar classes. 
 
Completion of the course is dependant on an examination and the submission of a 
Qualification Paper which the trainee must defend in front of their colleagues and a 
panel of academics. 
 
3. Items of the Profile Exemplified 
 
3.1  Structure 
3.1.1. A curriculum that integrates academic study and the practical experience of 
teaching (item 1) 
The link between academic study and practical experience is tackled in three ways by the 
Faculty of Education and Psychology. The first of these is through the Observation 
Programme. This is worth 14 credit points (these are Latvian credits as opposed to 21 
ECTS and translate as a week’s worth of activity) and is carried out every year from the 
first to the fourth year. The trainees are required to carry out their observation in a 
variety of schools, often including the school where they were a pupil. There are 
perceived to be considerable differences between schools in the Riga and schools in the 
country which it is important for the trainees to note. 
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Trainees are required to concentrate on various different aspects of the lesson, or part of 
the lesson. They report back on what they find and this is discussed in a seminar group. 
This can then be related to the more theoretical aspects of the course.  
 
The link between academic study and practical experience is also made through the 
mentoring system in place. This is greatly supported by the British Council in Latvia. 
Mentors are brought to the university to be thoroughly briefed and to complete 48 hours 
of training. It is proposed that mentors receive some sort of recognition for their work, 
either in terms of salary or status. 
 
Finally trainees are required to submit Qualification Papers which they have to defend as 
part of the final examination process. These papers are written in the target language and 
are approximately 60 pages in length, representing a considerable amount of work. The 
trainees must identify an issue or problem to investigate when they are carrying out their 
teaching practice. They read all the available literature and theory on the subject and 
formulate strategies to resolve the issue. They test out their findings during teaching 
practice. An example of a subject for a Qualification Paper is how to manage pupils’ 
group work in a class of very mixed ability. This encourages the trainees to use research 
techniques and to reflect on the outcomes as well as applying theory to their practice.  
 
The Masters programme in Educational Science examines international education 
systems from a comparative perspective and with an indirect reference to language.  
 
On an organisational level, both the Observation Programme and mentoring can prove 
problematic, mainly due to the availability of funding. Careful budgetary management is a 
priority in Latvia. 
 
3.1.2 Related Item: Working with a mentor and understanding the value of 
mentoring (item 4) 
As discussed above, mentors play a very important role in this case study. The point to 
note is that, not only do mentors help to bridge the gap between academic study and 
practical experience; they are also vital in bridging the gap between the school and the 
university. They are important in averting any conflict which can arise between the older 
style of teaching of and learning of senior and experienced teachers and the new 
approaches being taught to trainees today. This will be discussed in more detail below. 
 
3.2 Knowledge and understanding 
 
3.2.1 Training in language teaching methodologies, and in state-of-the-art 
classroom techniques and activities (item 14) 
The learning and teaching of methodology in the Faculty is seen as a step by step process 
which links academic study to practical experience. Various areas are taught during a 
series of lectures. The lectures also have interactive seminars attached to them during 
which the trainees are encouraged to discuss the issue and then through practical work, 
such as micro-teaching, they must explore the issues further. Through their Observation 
Programme, the trainees must then examine how the issue is dealt with by the teacher. 
 
The use of ICT is developing rapidly and is positively received by both trainees and 
trainers alike. The provision of equipment is aided by funding from UNESCO. Trainees 
are encouraged and taught to use ICT during their teaching practice and for their own 
personal planning and work. 
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In terms of implementing new classroom techniques, trainees and newly qualified 
teachers may be faced with a degree of resistance from older, more experienced teachers 
who were trained according to Soviet models.  
 
3.3 Strategies and skills 
 
3.3.1 Training in ways of adapting teaching approaches to the educational context 
and individual needs of learners (item 22) 
All aspects of language teacher education at the Faculty of Education and Psychology 
take a learner-focused approach. Trainees are encouraged to use what they learn in their 
psychology lectures, and use the newest psychological theories, to tailor the teaching to 
the pedagogical needs of a particular class or group. The trainee must make their teaching 
relevant to the learners by taking into account their attention span, their capacity to think 
abstractly, their perception and so on. In other words, the teacher must have an 
understanding of what the learner is capable of before they can begin teaching. In this 
way, teaching is seen as facilitating learning and is a move away from the Soviet model of 
teacher-centred teaching.  
 
Trainees are educated not to use their teaching materials in isolation but instead focus on 
the desired learning outcomes once the ability of the group has been established. A 
textbook may be the best option available, but if it is not suitable for that group of 
learners it will not help them progress. 
 
As mentioned above, trainees are actively encouraged to tailor their teaching according to 
the needs of the learners. Due to the increasing demand for adults to learn English to 
improve their job opportunities, many qualified Latvian teachers teach English in the 
private sector. This is something which they are not trained to do but would perhaps be a 
valuable in-service education course. 
 
Children in Latvia who continue education until grade 12 will have acquired three foreign 
languages. Trainees are taught that to teach a child English, as their first foreign language, 
is completely different to teaching them English as their second foreign language. 
Trainees are encouraged to establish what a learner understands in their first foreign 
language before teaching them their second. This can avoid common errors and helps 
the learner see languages less in isolation and more as a set of transferable skills. 
 
3.3.2 Training in peer observation and peer review (item 29) 
Through the interactive nature of the seminars, trainees are given the opportunity to 
micro-teach and give feedback to one another about their thoughts and feelings on a 
certain element of a colleague’s teaching. This is valuable grounding for when the trainee 
begins their teaching practice in the classroom. 
 
3.3.3 Training in incorporating research into teaching (item 32) 
This item really follows on from what is discussed above with regard to the Qualification 
Papers. The only other point to note here is that to receive a final mark for  
their work the students must present and defend their papers. This is done in a 
conference format. The papers are discussed by the peer group and it is hoped that 
trainees will retain the information obtained by their colleagues. 
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4. Points to note 
 
4.1 The Adult Pedagogical Education Centre 
This is an in-service education programme for teachers of other subjects who want to be 
able to teach a language up to grade nine. It has been running for ten years. The course 
lasts for two years, although there is a preparatory year if the level of language 
competence requires more attention.  
 
The teachers are required to complete periods of teaching practice and methodological 
courses specific to language teaching and learning. The teachers have to submit lesson 
plans and reflect on the outcomes of classes in the same way as trainees. They are also 
required to complete a Qualification Paper similar to those produced by trainees, 
although it is not necessary to write in the target language. The teacher is observed by a 
senior colleague who writes reports for the university. 
 
The course is flexible to fit it with other demands on the teachers’ time. If the teachers 
are in Riga, they will attend the course two afternoons a week. This is decided depending 
on their teaching commitments. Teachers who are in the country can do one full day a 
week at the university. Where neither of these options is feasible, the course runs full-
time in the school holidays. 
 
The motivation for completing this course varies. In certain circumstances, it will mean 
that the teacher is able to take on a fuller workload at school and so get paid more. In 
other instances, where the teachers are from a rural area they do it for their own personal 
achievement. They may be the only person in the village with an adequate level of foreign 
language and would enable to village to participate in international events. 
 
The course is funded privately by the individual, sometimes with contributions from 
their school. However individuals are able to claim back money spent on training of this 
nature through tax credits. 
 
4.2 Changes in attitudes since Soviet times 
It appears that a major concern in every area of the work of the Faculty of Education 
and Psychology and the Faculty of Modern Languages is to move away from the 
conceptions of teaching and learning which were fostered by many during the 
Communist Era. The model of teaching and learning during this time was focused on an 
authoritarian approach in which mistakes were noted and all learners were taught the 
same material and in the same way, regardless of their ability. Conflict still remains today 
between those teachers who were trained under this model and, more recently trained 
teachers.  
 
From this point of view, it is vital that trainees are educated on how to adapt materials, to 
be reflective and responsive and to be sensitive to learners’ needs in order to achieve the 
best learning outcomes. Mentors play an important role in liaising between the university 
and the schools, and between the trainees their colleagues to mitigate this tension. 
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4.3 International Networks 
One area in which the University of Latvia could develop is in establishing greater 
international links to facilitate the exchange of staff and students. At present, students 
have little opportunity to study in a country where the target language is spoken. The 
benefits of doing so, both from a personal and an academic perspective, are appreciated 
by the university. Developing international links depends on the funding available and 
also on the opportunities to foster personal contacts amongst staff from other 
universities, which takes time. On a practical level, money is needed to put in place the 
required facilities for foreign students (such as accommodation blocks). Opportunities to 
travel will no doubt now increase due to Latvia’s accession to the European Union and 
the development of Socrates and Erasmus links. 
 
4.4 Communication between the Faculty of Education and Psychology and the 
Faculty of Modern Languages 
Communication and links between the Faculty of Education and Psychology and the 
Faculty of Modern Languages are limited. Since the Faculty of Modern Languages is 
proposing a professional Master’s programme to educate teachers in foreign languages, it 
would seem that greater collaboration is required to share resources and expertise. In the 
same way, the Faculty of Modern Languages would be an invaluable source of 
information and materials for trainee teachers. At the present time there seems to be little 
initiative for increased cooperation.  
 
5. Summary 
 
Main strengths: 
• The Observation Programme which prepares trainees for teaching practice; 
• The learning-centred approach; 
• The systemised approach to mentoring; 
• Continued language level development through a number of activities; 
• The interactive methods of delivering information to trainees. 
 
Areas for further consideration: 
• Increased opportunities for trainees to spend a period of time abroad; 
• Increased access to ICT facilities, although the current provision is good, it could 
be utilised to establish international networks and links with other universities. 
 
6. Contacts/ Acknowledgements 
 
Interviews carried out with Dainuvite Bluma, Indra Odina and Aina Kackere 
 
www.lu.lv/eng 
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University of Oslo - Norway 
 
1.1 National Background 
Norway has three national languages including the Bokmal and Nyorsk versions of 
Norwegian, and the Sami language. Basic education is offered in these languages in the 
areas in which they are spoken. Trainee teachers may receive instructions in either 
Norwegian or Sami, although Sami teachers must also prove themselves competent in 
Norwegian. 
 
Foreign language education (English) is compulsory from age six until the end of 
compulsory schooling. Recent reforms make a foreign language compulsory in both the 
academic and vocational streams of upper-secondary education. A second foreign 
language is mandatory in general theoretical education, but not a condition for entrance 
to HE.  
 
A second foreign language, usually French or German but sometimes Finnish, Japanese, 
Spanish, Italian or Russian will soon be compulsory from either age 8 or age 11. 
 
1.2 Initial teacher education 
There are three different ways to qualify as a foreign language teacher in Norway: 
 
To study the subject at university college or a university, either with an integrated or 
follow-up one-year certificate in education ('praktisk pedagogisk utdanning', PPU). 
 
English only - to study English as part of a general teaching certificate. English is an 
optional subject in Norwegian teacher education. Other foreign languages are not subject 
of the framework for a general teaching certificate in Norway. 
 
Distance-learning courses for teachers who would like to obtain a formal qualification 
for teaching a foreign language, either because they already teach this language at school 
or because they want to widen their range of subjects. Courses in English started in 2002, 
courses for German and French began in 2003.  
 
Students in Norway entering HE select two subjects. In effect, a student can study two 
subjects and then follow an add-on teacher training certificate, or select education as one 
of their two undergraduate subjects.  In Norway, only 10-20 % of all students in general 
teacher training choose English as a optional subject, which will have an impact on the 
teaching of English in primary schools in the years to come. Many teachers of English in 
primary schools (67% in Lower and 49% in Higher) already do not hold a language 
teaching qualification; in secondary education the figure approaches 20%.  
 
In recent reforms, the number of compulsory subjects in general teacher education has 
been reduced, making way for more choice. In 2002, a network of university colleges also 
started  national in-service education for teachers of English, although this has not been 
funded on a permanent basis. 
 
1.3 Continuing Teacher Education (in-service) 
In-service training courses are offered in universities either by the departments or teacher 
training units. Although language departments do not run regular courses they may 
facilitate periods of training abroad through multilateral exchange programmes and 
partnerships. 
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Although the universities run the courses, they are coordinated externally by two units 
related to the Ministry of Education. Various language certificates may be obtained. 
Students may also work towards further degrees including Master’s qualifications which 
give access to secondary teaching. 
 
2. Case study context 
The case study covers the teacher education within the Faculty of Education at the 
University of Oslo and included a visit to an Oslo University College. This year was the 
first of the post-Bologna process. For the one-year post-graduate teacher education 
qualification, this had not yet led to much change. However, undergraduate departments, 
such as English and French, are working to integrate education into their programmes. 
The university college is continuing with its generalist courses, including English, as well 
as implementing a distance learning in-service package for language teacher education. 
The University of Oslo has completed the implementation of a new degree structure. 
The model for the new degree structure, adopted from the Bologna Process, is 
Bachelor's Degree (three years) + Master's Degree (two years) + Ph.D. (three years). In a 
few subject areas, students will enrol for a five-year integrated degree course (Master's). 
Some of the Master's Degrees at the University of Oslo are of 12 months' duration. The 
diploma supplement is also issued. 
 
2.1 Organisation of institution 
 
2.1.1 Structure 
The Faculty of Education has three departments and one interdiscipinary centre: 
 
• The Department of Teacher Education and School development 
In addition to the permanent academic staff, the department uses 300 to 400 
"professional" mentors that are involved in the teaching practice periods of the Teacher 
Education Programme. The department has around 500 students, of which 350 partake 
in the Teacher Education Programme. 
 
The department provides a wide variety of continuing education courses; among these 
courses, school leadership, mentoring and science maintain high priority. 
 
The department offers a Masters Programme in Educational Leadership. The 
programme aims to qualify professional leaders at all levels in educational systems by 
developing insight into educational policy and the processes of leadership, innovation 
and learning. The department also offers three Master’s programmes in the teaching of 
English as a Foreign Language, Norwegian as a Mother Tongue, and Science Education. 
 
The department's core function is the one-year Teacher Education Programme, which 
leads to certification for teachers at the primary and secondary levels, at high schools and 
in adult education.  
 
Much of the research at the department relates to questions about learning and education 
in general. A number of projects are based on the didactics of different school subjects, 
and are often linked to classroom teaching and developmental research. 
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• The Department of Special Needs Education 
The department also offers a deaf interpreter course, studies in sign language and a 
Master of Philosophy in Special Needs Education. Continuing education is also an 
important area of study for the department. 
 
• Institute of Educational research 
The department has a staff of roughly 60 and a student body of 1100 students in 
foundation, intermediate and advanced-level programmes in education, as well as 
students in the professional education programme. 
 
During the 1970s the department took up studies of educational sociology, multicultural 
education and comparative educational studies. The department began offering a "Master 
of Philosophy in Comparative and International Education" in 1998. 
 
• Intermedia, an interdisciplinary centre  
InterMedia is a centre for interdisciplinary studies in new media and communication 
technologies. The centre focuses on new media and net-based learning in research as well 
as in production. "Net-based learning" is currently the centre's primary research focus. 
InterMedia has developed a group of researchers working on Computer Supported 
Collaborative Learning (CSCL). (Related item: 6). 
 
• ITU network 
ITU aims to contribute to the reorganisation of the educational system such that 
students and teachers become personal users of information and communication 
technologies, and thereby build upon current options in a pedagogical perspective. The 
educational target area has been defined in broad terms to include primary, secondary, 
upper secondary schools and teacher training institutions. 
 
2.1.2 Content 
 
• Initial Training  
There are several different routes into teaching. In the undergraduate route, there is the 
issue of integrating education (didactics, etc.) with subject study without sacrificing 
traditional content. In the post-graduate route, there is the issue of the balance of 
content. Trainees follow courses in didactics, pedagogy and learning theory. For both 
routes, there is the issue of the individual language competence of students. There is 
quite a wide range of competence amongst those entering HE, and this also varies across 
languages - English, French, and German. The issue is highlighted by the fact that not all 
students destined for careers as teachers spend a sustained period of time abroad. The 
issue of language competence therefore remains throughout training and ultimately once 
they become full-time teachers. One further feature of Norwegian education is the 
prominence it gives to culture in its study of language. This features as part of linguistic 
assessment in school and continues in HE and teacher education. 
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3. The Profile Elements Exemplified 
 
3.1 Structure 
3.1.1 A curriculum that integrates academic study and the practical experience of 
teaching (item 1) 
Academic study and practical experience are integrated during the course of teacher 
education. The structure of the course means that these are studied in discrete 
programmes. Therefore, language learning is covered as part of study of second language 
acquisition and issues of the psychology of learning. However, the main focus of 'teacher 
education' per se is classroom didactics - how to manage a class. Trainees go to one 
school in their post-graduate course. The actual strength of the theory and practice, and 
their integration (also including making theory practically relevant), depend on the 
individuals/ tutors, supervisors and schools involved.  
 
3.1.2 Experience of an intercultural and multicultural environment (item 5) 
Teacher trainees in Norway have experience of intercultural and multicultural 
environments, although this does vary considerably across the country. Certainly, trainee 
teachers in Oslo will encounter multicultural and intercultural contexts in schools, which 
include children from a wide range of ethnic origins. This is less the case outside Oslo. 
This raises the issue of how to provide an entitlement of such experience to certain 
trainees. Culture more generally features quite highly in Norwegian language learning and 
is assessed as part of it. 
 
3.2 Knowledge and understanding 
 
3.2.1 Training in language teaching methodologies, and in state-of-the-art 
classroom techniques and activities (item 14) 
Trainee teachers get a comprehensive coverage in teaching methodology and state-of 
the-art classroom techniques. However, time is an issue. In the post-graduate course, 
didactics takes up only a quarter of their study time. Also, in undergraduate training, 
there is the question of the specificity of didactics - when to introduce the exact 
techniques and what to do with them. There is an issue about time and the question of 
quantity of didactics and its content. 
 
3.2.2 Training in the development of a critical and enquiring approach to 
teaching and learning (item 15) 
As above, there is an issue concerning the study of theory and practice of language 
teaching and learning. In some respects, these issues get mixed in with more general 
theories of learning and teaching - psychology, motivation, attitudes, classroom 
management, etc. There is then a question about the extent to which issues and 
principles of second language acquisition, for example, as set out in the Common 
European Framework, are explicitly covered in methodology courses. It is very 
dependent on the individual tutor. 
 
3.2.3 Training in information and communication technology for pedagogical use 
in the classroom (item 17) 
ICT is widely used across initial and in-service education. Specifically, ICT is used in 
school projects. English textbooks are based on ICT and Internet sites are accessed. ICT 
is therefore an integrated element of teaching whereas computer assisted language 
learning is less used. However, trainees are required to use ICT in their own organisation 
and assessment. Funding from the Ministry has enabled university colleges to develop an 
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important ICT in-service education package for supporting primary school teachers. This 
package looks at a range of issues and texts and allows for conferencing in a highly 
interactive way.  
 
3.3 Strategies and skills 
 
3.3.1 Training in ways of adapting teaching approaches to the educational context 
and individual needs of learners (item 22) 
Training usually takes place in one phase only: primary or secondary. Teachers, however, 
do undertake in-service education in order to teach to a higher grade.  The issue of 
individual differences enters into training. Generally, the Norwegian curriculum is not 
very prescriptive in terms of content, which leaves teachers scope to adapt. There is no 
formal statement about individual differences and how these impact on teaching. 
However, many of the trainees do cover these issues. In some cases, for example, 
learning to learn and autonomy form the basis of the didactic approach worked on in 
their education. 
 
3.3.2 Training in the critical evaluation, development and practical application of 
teaching materials and resources (item 23) 
The training in practical application of teaching materials and resources forms the focus 
of work in the language didactics courses. There is liaison between didactic instructors in 
the various languages, although each has a particular emphasis according to individual 
interests and commitments. This raises the question regarding a minimum guaranteed 
core of language didactics, also considering the means by which this is to be shared 
between institutional colleagues and across institutions.  
 
3.3.3 Training in the development of reflective practice and self-evaluation (item 
25) 
Reflection and self-evaluation are core aspects of language didactic programmes. 
Trainees write observation notes which are subsequently used for discussion. They also 
have logs in which they keep a personal diary of experiences during training. Their 
assessment also includes a 'Learning Platform'. This is an ICT based on-line discussion 
network where trainees present their work and receive feedback on it. Furthermore, 
debates are initiated within groups, which take place online. This varies between groups 
and according to their tutors' interests; for example, it is particularly strong in the French 
section where autonomy is a feature of both education and teaching.  
 
3.3.4 Training in the development of independent language learning strategies 
(item 26) 
All didactics courses cover the development of independent language learning. However, 
their prominence varies considerably. In French, for example, approaches to learning to 
learn and autonomy form the bedrock of the course. Principles underlying these 
approaches are applied to both the pupil language learner and the language teacher 
trainee. This relationship between teaching and education is seen as central to the 
didactic process. This is not the case elsewhere where the same principles are covered 
but only as one possibility in a range of pedagogical approaches.  
 
3.3.5 Training in Content and Language Integrated Learning (CLIL) (item 33) 
CLIL is acknowledged as an important methodological innovation.  It is covered in all 
language courses. However, it is only in English that there is any real chance of practical 
experience in CLIL schools, and then this is quite limited. It is possible that trainees and 
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in-service teachers could get experience from visits abroad or ICT materials, but neither 
of these is very widespread yet.  
 
3.4 Values 
 
3.4.1 Training in the diversity of languages and cultures (item 36) 
As there is more than one language indigenous to Norway, it is necessary to deal with 
questions related to dialect. However, for the most part, foreign languages are taken to 
be standard. Where languages are taught, the issue of teaching foreign languages in the 
context of culture is central to the Norwegian view of language learning. Personal 
enrichment is also central to the concept of language teaching. The issues of autonomy 
and independence are one example of how language learning is seen in terms of personal 
development. Similarly, literary texts are used as stimuli for investigation, reflection, and 
intellectual development in both initial education and in-service work. 
 
3.4.2 Training in the importance of teaching and learning about foreign 
languages and cultures (item 37) 
Culture is a featured part of learning a second language in Norway. Therefore, 
intercultural understanding is part of courses in French, German, and Spanish. Norway is 
arguably the only place in Europe that assesses culture as part of its linguistic assessment. 
Competence is therefore expressed in terms of knowledge, social and cultural aspects of 
language. Trainees are educated to work within this perspective. For English, culture 
includes all English speaking countries; for example, USA, Australia, etc.; whilst in the 
German and French sections, the focus is more European.   
 
4. Points to note 
 
4.1 Comparative and International Education (2 year Masters) 
The programme is interdisciplinary and designed to provide post-graduate training for 
academics in the educational and social sciences as well as in the humanities. 
Specialisations are in Education and Development; Education Policies and Planning 
 
4.2 Higher Education (2 Year Master’s) 
HEDDA, the European association of higher education research centres and institutes, 
has in cooperation with the University of Oslo developed a unique, English-language 
master programme in higher education. It is the first attempt to develop a 
comprehensive European degree programme on higher education, i.e. a programme that 
includes a wide range of disciplinary perspectives. This programme will provide the 
students with a solid basis for analysing and critically assessing change processes at all 
relevant levels in higher education, both inside and outside the traditional domains of 
higher education. 
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5. Summary 
In conclusion, Oslo offers a good case example of a system in transition. It is adopting 
central European structures whilst remaining slightly apart from EU regulations. It has 
areas of real innovation and strength; for example, ICT, culture, programme diversity and 
flexibility.  
 
Main strengths: 
• Current implementation of restructuring of HE in the light of Bologna; 
• There are two principal routes into training: undergraduate and post-graduate; 
• Most students take two subjects in HE. One of these can be Education; 
• Universities mainly deal with secondary education and the university colleges 
mainly deal with primary and lower secondary; 
• In the education faculty, all language didactics lecturers are in the same 
department and deal with their respective languages in parallel; 
• Before, individual mentors were paid to receive trainees in schools. Now this 
payment goes to the schools. There are questions about what the money is spent 
on. Little of it seems to go to the mentor now; 
• Mentors have a couple of meetings each year. However, there seems to be no 
detailed mentor training programme and support. Once in schools, it rather 
depends on the individual competence and commitment of the mentors rather 
than a systematic programme of support; 
• Culture is a real focus in language teaching and training; 
• ICT is used extensively; 
• There is a question about linguistic competence, especially outside of English. 
Many teachers do not spend sustained periods abroad. 
 
Areas for further consideration: 
• Mentor education, CLIL and teacher mobility; 
• The nature of the relationship between training institutions and schools; 
• The place of the European dimension; 
• Uniformity of programme content across individual departments and lecturers, 
for example in didactics; 
• The integration of education with subject studies at undergraduate level. 
 
6. Contacts/Acknowledgment of sources 
 
Aud Marit Simensen, Kathryn Hermansen, Siri Lundin Keller, Ramveig Reggestad, 
Elisabeth Ibsen, Jan Ommundsen, Rita Gjorven, Svein Johansen, Hans Peter Helland, 
Glenn Ole Hellekjær 
 
http://www.uio.no/om_uio/organisasjon/enheter.html#hf 
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University of Venice - Italy 
 
1.1 National Background 
In Italy, during secondary school education, one foreign language must be taught in 
academic and vocational strands. At primary school, foreign language teaching is 
compulsory between the ages of 8-11. In addition, the study of a first foreign language is 
compulsory for all university students regardless of their discipline. 
 
Minority languages are officially recognised and learners are entitled to be taught in their 
mother tongue. At present, bilingual education is available in four regions. 
 
Recent reforms have had a major impact on the education of language teachers in Italy. 
Before 1998, there were no specific courses for language teacher education and future 
teachers were trained only in their academic discipline, without pedagogical training. 
After 1998, future secondary school teachers were obliged to undertake two years of 
specialised teacher training at SSIS (Scuole di Specializzazione all’Insegnamento 
Secondario). Both systems existed in parallel. The Moratti Reform of 2003 has agreed to 
change the system again. Plans have yet to be finalised, but one proposal is that after 
their Bachelor’s, teacher trainees will spend two years deepening their knowledge of their 
academic discipline, and a further two years at the SSIS focusing on practical experience 
of teaching. 
 
1.2 Initial Teacher Education 
For secondary level, teacher education comprises two phases: a first degree (Laurea), 
equivalent to a Bachelor’s, lasting four years, followed by a specialised teaching 
postgraduate degree (Laurea Specialista) lasting two years and organised by the SSIS.  
 
The SSIS institutions are part of universities but they are also autonomous bodies. Until 
the 2003 reform, academic staff from the Faculties of Education and Modern Languages 
taught at the SSIS, alongside the SSIS’s own tutors and supervisors. The 2003 reform will 
hand initial teacher education over fully to the universities, but at the time of writing, the 
reform is not yet fully effective. 
  
Primary school teachers are trained at universities and work towards a Bachelor’s degree 
(Laurea). They are often language graduates who receive additional in-service education 
to update their language and pedagogical skills. There are two types of primary teacher: 
those who teach the full range of subjects including foreign languages, and those who are 
foreign language specialists and teach several classes, sometimes in different local 
schools. All trainee teachers in Italy must take a state examination in order to qualify to 
work in state schools. 
 
1.3 Continuing Teacher Education  (in-service) 
Until now, in-service teacher education has not been organised in a systematic way. It has 
been seen as a matter of individual choice on the teacher’s part, and is not necessarily 
recognised in relation to the teacher’s career. Funding for in-service education is also 
sporadic. Many schools organise in-service education themselves by employing 
professional associations and cultural institutions.  
 
Following the 2003 reform, in-service teacher education will be provided by the 
universities in the same way as initial teacher education. The reform outlines a plan for 
‘centres of excellence’ in universities that will be responsible for in-service education and 
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professional development. However, it is yet to be decided how these will work in 
practice. 
 
2. Case Study Context 
This case study will examine the Scuola di Specializzazione all’Insegnamento Secondario 
(SSIS) at the University of Venice, Ca’ Foscari. The institution was founded in 1998 and 
provides trainee teachers for secondary level with two years’ initial teacher education 
leading to the national teaching examination. The SSIS at the University of Venice works 
in collaboration with three other institutions, the University of Padua, the University of 
Verona and the University of Venice Institute of Architecture. 
  
There are approximately 60 foreign language trainee teachers at the SSIS per year. Entry 
to the course is via a national competitive examination. Selection of students for the SSIS 
in Venice is based on applicants’ general cultural knowledge, knowledge of linguistics and 
sociolinguistics etc, as well as general linguistic ability. Trainees throughout their initial 
teacher education are encouraged to refer to European documents. In the content of 
their courses, there is frequent reference to the debates around issues of multilingualism 
in the European Union.  
 
There is strong cooperation between the university’s Department of Linguistic Sciences 
and the SSIS Foreign Language Unit. Didactic research from the modern languages 
faculties feeds into teaching practices at the SSIS. At the SSIS, the Foreign Language 
Unit can put forward research proposals and the teachers involved in the research 
projects can receive funding for their work. An editorial series on didactic research 
investigates new methods and research activities. Such cross-fertilisation is one of the 
university’s key policies. 
  
One large-scale research project involving the SSIS is an EU project led by the 
universities of Glasgow and Genoa into defining a syllabus for ICT at a European level. 
The project involves producing a report and holding seminars, and is expected to finish 
in 2005. 
 
2.1 Organisation of Institution 
 
2.1.1 Structure 
All trainee teachers, regardless of their discipline, follow a common programme in their 
first and fourth semesters, consisting of a wide range of theoretical studies of general 
didactics, philosophy and psychology of education, and social, interpersonal and 
intercultural aspects of learning and teaching. The aim of the common course is to give 
trainee teachers a strong foundation in didactics and to stimulate knowledge about 
teaching and learning. 
  
During their second and third semesters, foreign language trainee teachers follow courses 
in the didactics of their discipline. The languages on offer for foreign language teacher 
trainees are English, Russian, French, German and Spanish. This section of teacher 
education focuses specifically on subject methodology and didactics, and is organised 
through a combination of classes and practical workshops. 
 
While studying subject didactics in their second and third semesters, trainee teachers also 
undertake 300 hours of observation and teaching practice in schools. This is organised by 
supervisors, whose role is explained in more detail below. At the end of the two-year 
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initial teacher education programme, candidates sit for the national teaching examination 
(Abilitazione) in order to become qualified teachers. 
 
2.1.2 Content 
The Common Programme is organised in five strands: 
 
1) Theories of education and didactic planning: courses on general pedagogy and 
education theories; teaching methodology and an educational research and 
didactics workshop; 
2) Psychology of development and school learning: courses on adolescent 
psychology, cognitive psychology and psychology of learning and a workshop on 
the analysis of learning processes; 
3) Psychopedagogy of teaching: courses on experimental pedagogy, psychology of 
education and a workshop on the analysis of educational interaction. 
4) Logic and philosophy of knowledge; 
5) School organisation and educational contexts: courses of educational politics and 
legislation, technology, evaluation, educational history and social psychology 
among others. 
 
The specialisation in foreign language teaching (second and third semesters) requires the 
study of additional courses in teaching literature issues related to language learning and 
learning. Trainee teachers also take specific courses in the didactics of their language 
specialisation. These are all combined with workshops in these areas. 
 
The 300 hours teaching practice that takes place in parallel to the subject didactics 
courses is divided into two sections. The first year (second semester) is focused on 
information and orientation, in which the trainee teacher finds out how the school works 
and observes experienced teachers teaching. The second year (third semester) is a 
teaching practice apprenticeship and involves close work between the trainee teacher, 
school mentor and university supervisor. 
 
3. The Profile Elements Exemplified 
 
3.1. Structure  
3.1.1. A curriculum that integrates academic study and the practical experience of 
teaching (item 1) 
The key factor in integrating the academic subject and practical experience of teaching at 
the SSIS is the role played by the supervisor. The supervisor is both a secondary school 
teacher and a university tutor. They are selected by the SSIS after a public evaluation, and 
as a result, combine up to 12 hours supervising at the SSIS with only 9 instead of 18 
hours teaching at school.  
 
Their role at the SSIS is a mixture of teaching, organisation, communication and 
mentoring. They are particularly crucial in arranging and monitoring trainees’ practical 
experience in schools. Each supervisor is responsible for 17 trainees. An interdisciplinary 
group of 10-12 supervisors meets every month (one from each disciplinary area). The 
supervisors also have annual two to three-day seminars organised by SSIS to discuss 
important issues. 
 
Supervisors are responsible for coordinating discussion groups and project work in the 
form of practical workshops that take place towards the start and end of the 300 hours 
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of the trainees’ observation and teaching practice. During observation and teaching 
practice, there are regular feedback meeting between supervisors and trainees. 
Supervisors visit schools to ensure that the head teacher, curricula and mentor 
correspond with the interests of the trainee teacher on placement there. 
 
For these discussion groups and project work, the supervisors use documents and 
materials they have used in their own schools when teaching. During their teaching 
experience in schools, trainees continue to have access to online tutoring for their 
didactics classes, following certain courses online if they are delivered in this way. 
(Related item: 17). Workshops lead to trainees planning their own teaching modules and 
producing materials to be tried out directly in the classroom.  
 
3.1.2 An explicit framework for teaching practice (stage/practicum) (Item 3) 
As a result of the supervisor system, teaching practice at the SSIS is highly organised. To 
begin, trainees from the SSIS sign a convention with schools outlining the number of 
hours, the duties and responsibilities of the trainee and the school over the period of 
teaching experience. 
 
In the first year, training related to teaching practice concerns the trainee’s interaction 
and orientation. Of 90 hours of practice-oriented training, trainees spend ten hours in 
one school, and ten in another. Trainees work alongside an expert teacher, not 
necessarily a language teacher. They write a project that requires them to interview the 
head teacher and pupils at the school about a specific issue. One example is a project on 
how to prepare summer stages, for which the trainee prepared a questionnaire for a stage 
organiser asking about key issues such as aims, evaluation of the outcomes and funding. 
Trainees present the result of their project to their peers during the supervisor’s practical 
workshop sessions. 
  
In the second year, the practice-oriented training is 210 hours, 60 of which are spent in 
classes observing and teaching. Here, the aim is to work on lesson planning, classroom 
management and other issues in cooperation with the class teacher as their mentor. This 
process ends in a dissertation. Throughout this process, supervisors continue their 
practice-oriented workshops, monitor the trainees’ progress and keep up a close liaison 
with the trainee’s mentor. 
 
3.1.3 Working with a mentor and understanding the value of mentoring (item 4) 
The mentors used by the SSIS in Venice have a close relationship with supervisors. They 
are fully qualified teachers with five years’ teaching experience. The role of the mentor is 
formalised in the apprenticeship agreement the trainee signs. Generally, their role is to 
welcome trainees, plan trainees’ activities and tailor observation and teaching practice to 
the trainee’s specific interests. Mentors give trainees feedback at the end of every school 
day. Mentors are unpaid, although schools can pay them from their own funds if they so 
wish. The SSIS organises workshops and one or two plenary conferences with mentors 
throughout the academic year. (Related item: 12). 
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3.1.4 A period of work or study in a country or countries where the trainee’s 
foreign language is spoken as native (Item 7) 
The Foreign Language Unit at the SSIS in Venice sends an increasing number of trainees 
for periods lasting from a week to six months to teaching institutions in the UK, France, 
Spain and Holland to study their academic subject and/or foreign language teacher 
education. There are partnerships with the IUFM at Nantes in France and the University 
of Salamanca in Spain. 
  
A link with the University of Munich proved problematic because courses were not 
flexible enough to accommodate the needs of SSIS trainees but a more fruitful link is 
being pursued with Saarbrucken where the courses on offer to the SSIS trainees are more 
flexible and where trainees are able to pursue integrated courses in pedagogy and 
teaching methodology rather than focusing on theory alone.  
  
The Erasmus coordinator at the SSIS in Venice is responsible for ensuring that trainees 
who go abroad for three to five months in their second year take courses that broadly 
correspond with the courses they were scheduled to take at Venice; this is to ensure their 
successful accreditation.  
 
Erasmus and Comenius funding is being channelled into creating situations in which 
SSIS trainees can work abroad. Comenius Action 2.2 allows trainee teachers to go abroad 
as assistants for six months, and a few SSIS foreign language trainees use this time to 
observe teaching both of their foreign language and of other foreign languages being 
taught. This is an integral part of their apprenticeship process. 
  
About ten trainees also self-fund stages abroad. These last two weeks or more and are 
organised by supervisors who often have personal contacts with schools. These activities 
once again are an integral part of the trainees’ teaching and observation practice and are 
evaluated in terms of course credits. 
  
3.1.5 The opportunity to observe or participate in teaching in more than one 
country (item 8) 
Before they go on stages abroad, trainees sign an apprenticeship agreement outlining their 
willingness to attend classes and what they will expect to do and achieve. The stages 
involve observing the school’s organisation, as well as teaching; an example of one 
activity they might engage in is designing a mediation activity. Sometimes trainees teach 
their own mother tongue to learners, and it is possible to work in two different schools 
over the two-week period.  
 
At the end, the trainee completes an apprenticeship assessment sheet and writes a report 
on the period abroad, outlining the pros and cons of the experience. The SSIS receives 
feedback from the trainee, but also from the foreign school involved. The trainee shares 
the experience of being abroad at a general meeting of all those at the SSIS who have 
been on apprenticeships. 
 
The SSIS is also trying to organise similar experiences during foreign language trainee’s 
Erasmus exchanges, enabling the trainee at a foreign university to engage in some 
observation and/or teaching practice at a local school. These Erasmus-linked periods of 
teaching and observation would have the same structured format (apprenticeship 
agreement etc.) as the self-funded stages, the important difference being the resolution of 
the funding problem. 
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3.1.6 Continuous improvement of teaching skills as part of in-service education 
(item 10) 
The supervisors help ensure that initial and in-service education are part of a cycle. They 
liaise with in-service teachers and are able to identify and advise on suitable in-service 
education programmes available at the university. The universities are now in charge of 
in-service teacher education and a number of modules of 50 or 100 hours are available at 
the SSIS. 
 
3.1.7 Ongoing education for teacher educators (Item 11) 
Supervisors at the Foreign Language Unit of the SSIS in Venice have become involved in 
the Grundtvig project on adult education as a way of promoting the ongoing education 
of teacher educators within the overall plan of the unit to highlight the international 
dimension of teacher education. They asked the national Grundtvig agency if they could 
be considered as adult learners, and on agreement became entitled to apply for a grant 
from Europe distributed by local agencies. The Unit devised a plan requesting funds for 
access to courses that focus on professional aspects of teaching and teacher education. 
Seven supervisors applied for scholarships, four to go to Utrecht, two to Portugal and 
one to France. 
 
The plan envisages that, before undertaking their in-service education, the seven meet 
and present the courses they have signed up for. After the courses, a seminar is organised 
in order to share their learning experiences. The main problem with organising this form 
of in-service education is that some courses demand payment up front, whereas 
Grundtvig funds are not always available in time. However, flexibility on the part of the 
foreign education providers can help resolve this problem. 
 
3.2. Knowledge and understanding  
 
3.2.1 Training in language teaching methodologies, and in state-of-the-art 
classroom techniques and activities (Item 14) 
As part of ICT training, trainees develop lessons that deal with intercultural learning and 
the impact of technology. This element of their course shows them how to use DVDs in 
classrooms, and project-based work focuses on integrating learning about technology 
with its use in the classroom. Trainees also have 24-hour modules with related 24-hour 
workshops on methodological and didactical issues relating to language, microlanguage, 
literature and culture and civilisation. 
 
3.2.2 Training in information and communication technology for personal 
planning, organisation and resource discovery (Item 18) 
All the course materials for foreign language subject-specific didactics are already online 
as part of the SSIS’s Univirtual, and the general ‘area commune’ materials are also being 
put online. Trainees can follow their weekly modules online, where materials suggest 
teaching activities. Interactivity is highlighted through a web forum and exchange with 
online tutors. Online tutoring and resources are especially helpful in keeping trainees on 
placements abroad up to date with their course requirements. 
 
The Univirtual of the SSIS at Venice is the most developed in Italy. It contains not only 
courses for trainees, but information about the SSIS’s European projects, about 
educational technology (use of the Internet and Powerpoint for presentations) and other 
pedagogical activities.  
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The Univirtual also includes courses for the training of online tutors. This teaches tutors 
how to run courses, how to evaluate course online and how to increase the vitality of 
virtual interaction. (Related item: 11). 
 
3.3 Strategies and skills 
 
3.3.1 Training in ways of adapting teaching approaches to the educational context 
and individual needs of learners (Item 22) 
There are two major add-on courses in special needs education offered by the SSIS in 
Venice, composed of 800 and 400 hours teaching. The latter is an in-service course for 
already qualified teachers. (Related item: 10). The 400-hour course includes units in how 
to improve learning online for children with disabilities, which is organised in teams and 
through project. There are also units in teacher professionalisation and improving the 
autonomy of learners with disabilities, especially through use of new learning 
environments. The course ends in a final workshop and throughout emphasises flexible 
delivery, with intensive weekend teaching and course units available online. (Related item: 
2). 
 
3.3.2 Training in the critical evaluation, development and practical application of 
teaching materials and resources (item 23) 
This forms part of the training in ICT. Trainees learn how to produce teaching materials 
using ICT and there is an online discussion forum available to them on this issue. 
Alongside their training in ICT for creating materials, they have workshops in finding 
and using authentic materials on the Internet, and are shown how to use ICT for 
cooperation in finding and adapting materials. They are taught to see the Internet as part 
of a process, not a product. 
 
In addition, workshops in groups show trainees how to create hypertexts, how to create 
learner-centred materials, how to create their own materials and how to archive materials 
so that they are available for colleagues to use. There is also an archive of net-based 
materials available. (Related Item 25) 
 
3.3.3 Training in developing relationships with educational institutions in 
appropriate countries (Item 30) 
Supervisors have a key role in passing on their communication experience to trainees. As 
a result of their close collaboration with trainees, i.e. in finding suitable schools for 
teaching practice and making personal contact with teachers abroad, trainees fully 
understand the value of adopting these strategies themselves. 
 
3.4 Values 
 
3.4.1 Training in the importance of teaching and learning about foreign languages 
and cultures (Item 37) 
Trainees explicitly see their supervisor as a point of reference when it comes to European 
issues such as gaining EU funding. All the taught modules touch on this aspect of 
foreign language teaching in some way. In particular, modules on ‘The Principles of 
Language Teaching’, ‘Theory of Education’ and ‘Culture and Civilisation’ explore the 
connection between language and culture, including focus on issues such as 
multiculturalism, identity, cultural competence and cultural relativism. 
 
  69
The SSIS organises presentations given by foreign exchange students studying at the SSIS 
in Venice on their experience of language learning in Italy and its relation to their own 
national context. SSIS trainees who go abroad are also given a platform to share their 
intercultural and enriching experiences with their peers. 
 
4. Points to note 
 
4.1. The 2003 Moratti Reform 
Although it is not yet in effect, the 2003 Moratti Reform promises a major shake-up of 
the Italian teacher education system. Although the plans have not yet been finalised, it is 
proposed that language teacher education be divided into a 3+2+2 model, in which the 
first period is the B.A. equivalent, the second involves further academic study and the 
third focuses on specific teacher education and classroom practice at the existing SSIS. In 
addition, universities will be fully responsible for in-service education. Reservations about 
the reform include the change from an integrated system of teacher education at the 
moment to a linear system that risks losing the benefits of studying teaching and 
undertaking classroom practice in parallel. Similarly, the role of the supervisors in this 
new system is yet to be defined. 
 
4.2 The role of the supervisor 
Before the formation of the SSIS in 1998, the role of the supervisor did not formally 
exist. The duties and responsibilities of supervisors are largely dictated through a bottom-
up approach, and to that extent, more accurately reflect the needs of teacher educators 
and trainees. Since they work both as university tutors and school teachers, supervisors 
are in a unique position to respond to the issues trainee teachers face. At the SSIS in 
Venice, it is clear that the supervisors put great emphasis on communication and 
cooperation, working closely both with fellow supervisors, trainee teachers and mentors. 
It is also clear the supervisors should have a major role in the new reform process, but 
one of their major activities in bridging the gap between subject didactics, methodology 
and teaching practice will become more difficult to carry out under the new system. 
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5. Summary 
 
Main strengths: 
 
• The role of the supervisor as both university tutor and school teacher; 
• The cooperation and regular meetings between the SSIS’s supervisors; 
• The involvement of supervisors in trainees’ teaching practice; 
• The framework for teaching practice (stage/practicum); 
• The close connection between supervisors and mentors; 
• The initiative of the Foreign Language Unit in using EU funds to finance in-
service training; 
• The availability of course materials for courses on education theory and subject 
didactics online, as well as online tutoring and training for tutors; 
• The emphasis not simply on new learning environments, but also on how they 
can be implemented and integrated into classroom practice. 
 
Areas for further consideration 
 
• Improving the integration of the European dimension into foreign language 
teacher education and the extension of European exchange and study abroad 
schemes. Greater involvement of trainees in the SSIS’s European projects. 
• Greater recognition of the role of supervisors and mentors, including increased 
incentives. 
 
6. Contacts 
Carmel Coonan, Umberto Margiotta, Lucia Azzolini, Barbara Bertin, Paola De Matteis, 
Roberto Dolci, Alida Favaretto, Ornella Fortuna, Annavaleria Guazzieri, Fiorino 
Tessaro, Sara Nalli, Elisa Viviani  
 
Website: www.unive.it 
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University of Warsaw - Poland 
 
1.1 National Background 
Compulsory foreign language learning begins in Poland at the age of ten, although many 
primary schools offer language teaching for learners younger than this. Teaching 
programmes of all institutes of higher education, colleges and universities include a 
compulsory course in a foreign language. Students in foreign language faculties are also 
obliged to study one additional European language. There is currently great demand for 
teachers of foreign languages in Poland. 
 
Before 1989-90, there were no specific institutes for the education of foreign language 
teachers in Poland. A 1990 reform established a network of more than 60 teacher 
education colleges throughout the country. At present, the teacher education colleges fall 
into two categories: some of them have full university status, and receive funding 
through the usual university channels; others (usually those outside major cities) have a 
non-academic status and are overseen by the philological faculties of the major Polish 
universities. They are funded by local education authorities. In practice, they function like 
affiliated institutions whose curricula and diplomas are accredited by the universities. 
Teacher education programmes are also provided by the philological faculties of the 
universities themselves, and this is often considered to be the most prestigious way into 
teaching. 
 
In areas of Poland where there are large Lithuanian, Belorussian, Ukrainian, Czech, 
Slovak or German groups, schools provide education in these languages as well as 
courses for Polish speakers who live there. 
 
1.2 Initial Teacher Education 
There are a number of initial teacher education options in Poland. Studying at the teacher 
education colleges takes three years, and leads to a B.A. equivalent teaching qualification 
valid for all levels of education from primary to secondary. In practice however, it is 
often considered necessary for those who want to teach at secondary level to undertake a 
follow-up 2 year M.A. at an academic faculty. The M.A. is usually a subject-related 
academic M.A., and for this route would not involve any additional teacher education 
units.  
 
Initial teacher education is also provided by faculties of modern languages at the 
country’s main universities. In this case, trainees undertake a five year integrated M.A. 
course with a teaching qualification. Candidates for this degree must meet the statutory 
requirements set by the Ministry of Education concerning school-based practice. Teacher 
education has the status of an optional element which candidates for this M.A. are able 
to choose. The emphasis of this route into teaching is often on deepening one’s subject 
knowledge and language proficiency.   
 
1.3 Continuing Teacher Education  (in-service) 
In-service teacher education is not compulsory for qualified teachers in Poland, although 
it is difficult to gain promotion without it. There is a wide range of opportunities 
available for continuing teacher education. It comes from a number of sources such as 
the CODN (the National In-service Teacher Training Centre), local education authority 
networks, universities and teacher education colleges. Continuing teacher education is 
also provided by organisations such as the British Council, the Alliance Française and the 
Goethe Institute.  
  72
 
2. Case Study Context 
This case study will examine the three teacher education colleges of English, French and 
German at the University of Warsaw. These provide three year B.A. equivalent degrees 
for foreign language teachers. Primary and secondary teachers follow the same education 
courses, with specific units providing education in specialised areas (primary, secondary, 
adult learning and so on). Although the Institutes of English, French and German (the 
foreign language faculties) provide the usual five year M.A. with teaching qualification at 
the university, as well as the two or three year follow-up M.A. for graduates of the 
teacher education colleges, in practice there is little specific collaboration between the 
colleges and the institutes.  
 
2.1 Organisation of Institution 
The teacher education colleges were founded in 1990 and were amalgamated in 1998 to 
form the Centre for Foreign Language Teacher Training and European Education. Of 
approximately 1000 trainee teachers at the centre, about half are based at the English 
College, the rest divided between the French and German Colleges.  
 
The centre was formed in order to give teacher education a stronger platform at the 
university. At the time, it was felt that teacher education was under threat in many of the 
country’s universities. The formation of the centre was a strategic move to ensure the 
survival of each of the three colleges within the university setting, and an attempt to gain 
increased cooperation and recognition from other faculties of the university. In addition, 
the new centre was able to highlight the European dimension of its teacher education 
programmes. One of the recent moves in this direction has been the involvement of the 
Faculty of Education in providing a compulsory course on European education systems 
for the centre’s trainees. 
 
With the increased recognition of teacher education through the formation of the joint 
centre came a certain loss of autonomy for the individual colleges. Cooperation between 
the colleges at present seems to exist more at the financial and administrative level than 
in terms of exchange and collaboration between teaching staff.  
 
All trainees sit a competitive examination for entry to the centre. The most successful 
candidates have access to free funding financed by the state. In order to provide more 
places than state funding allows, the centre also accepts an equal number of fee-paying 
trainees. 
 
When the colleges were first formed, there was a great deal of European collaboration 
organised through the Tempus programme. Exchanges and periods abroad are currently 
coordinated through the Socrates programme, and there is a significant level of 
involvement with the European Centre for Modern Languages (ECML) at Graz.  
 
Many of the teacher educators at the centre’s colleges have a wide network of European 
contacts and are involved in a number of European initiatives. They also organise and 
develop provision in in-service education. Staff at the centre play a key role in national 
and European-wide consultancy and research into language teacher education. In 
addition, the heads of the English and French Colleges have cooperated with the ECML 
on the Ja-Ling Project in Poland on awakening learners to languages. Further details of 
these projects can be found below. The French College has specific links with the French 
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Embassy in Warsaw, while the German College often works in partnership with the 
Goethe Institutes in Warsaw and Munich, which organise workshops at the college. 
 
2.1.1 Structure 
The teacher education courses at the Centre for Foreign Language Teacher Training and 
European Education last three years. There are few courses in common between the 
colleges, since teaching takes place in the target language of English, French or German. 
One exception is the European dimension course, delivered by the Faculty of Education 
in Polish. The trainees from the French and German Colleges follow these classes 
together, since the two colleges are at the same site. (Related item: 13). The English 
College has a separate course at its own site. 
 
All three colleges offer courses over the three years in four main areas: language 
proficiency, language pedagogy and methodology, educationally oriented subject-based 
courses (including literature, cultural studies and linguistics) and supplementary courses 
(such as the second foreign language, ICT and European Educational Issues). 
 
Experience of teaching in a classroom context is limited to the third year for legal 
reasons. In the first and second year, trainees observe in schools, while in their third year, 
they engage in teaching practice. Over the three years, trainees have 150 hours of 
observation and teaching practice in total. Alongside their practice, a major component 
of the third year of the course is the Diploma Project, a year long dissertation based on 
foreign language teaching methodology. Over the course of the three years, trainees 
gradually make the transition from class and seminar-room based activities to more 
practice-oriented approaches to teacher education. Many graduates of the colleges will go 
on to do a follow-up M.A. at the corresponding university faculty, or in a department 
such as American Studies or Translation and Interpretation. 
 
2.1.2 Content 
The course for the English College is outlined below. Similar, although not identical 
courses are offered by the French and German Colleges: 
 
1) The Language Curriculum: phonetics and grammar, oral skills, academic reading, 
academic writing, writing the Diploma Project, Pronunciation; 
2) Language Pedagogy and Methodology: Psychopedagogy, Teaching the Language, 
Teaching Language Skills, Pedagogical Skills, Young Learners, Developing 
Teaching Skills and Teacher Advancement; 
3) Educationally-oriented, subject-based courses: Linguistics, Cultural Studies, 
British History and Culture, Literature (American and British), History of 
English; 
4) Supplementary courses: Second foreign language, ICT for teaching, European 
Education. 
 
The 150 hours teaching practice is divided in the English College as follows: in the first 
year, 20 hours including one week’s observation in primary schools; second year, 20 
hours’ observation in lower secondary school, 30 hours organising extracurricular 
activities at school, 20 hours’ observation in upper secondary school; third year, 40 
hours’ observation and teaching under mentor’s supervision, while researching the 
Diploma Project, 20 hours’ teaching and observation while writing the Diploma Project. 
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3. The Profile Elements Exemplified 
 
3.1. Structure  
3.1.1 A curriculum that integrates academic study and the practical experience of 
teaching (item 1) 
This occurs in three forms at the Centre’s colleges. The first relates to the organisation of 
methodology seminars. These are often composed of a mixture of theoretical teaching, 
using examples from books, and the use of interactive workshop techniques such as 
group work, presentations and micro-teaching. This active part often requires trainees to 
produce and use teaching materials for specific purposes and is often videoed or tape-
recorded. 
 
Secondly, since school observation occurs over all three years, there is an organised 
framework for ongoing feedback during methodology classes about the trainees’ 
experience of observation. This occurs after each semester in which there has been 
school observation. 
 
Thirdly, as part of their third year, trainees write what is known as the Diploma Project, 
worth one third of their final mark for the entire course. The Diploma Project is based 
on their observation and teaching practice in the third year. The aim of the project is to 
investigate a pedagogical issue from both theoretical and practical perspectives. Trainees 
develop their topic in close correspondence with methodology teachers and their 
specialisations, with topics ranging from the European dimension in teaching, Young 
Learners and Assessment and Testing. The project is divided into a theoretical part, 
analysing aims and teaching context, and a practical part that includes three lesson plans 
with justification, reflection and evaluation. Teaching for this begins in large groups 
discussing general issues and problems, and afterwards, trainees meet their tutor to 
discuss the project individually at least once a month for 90 minutes. 
 
3.1.2 An explicit framework for teaching practice (stage/practicum) (item 3) 
Since Polish trainee teachers are not allowed to teach in their first and second years, this 
period is taken up with classroom observation, which is linked with an end-of-semester 
feedback session. There are specific tutors for teaching practice. Trainees also write 
reports on their observation experience. As far as possible, tutors aim to visit their third 
year trainees in the classroom to give feedback and advice. In addition, teaching practice 
is split so that trainees observe different age ranges of learners, from primary to lower 
and upper secondary. 
 
3.1.3 Working with a mentor and understanding the value of mentoring (item 4) 
Tutors organise a course for mentors at the English College, which also funds it. The aim 
is to introduce mentors to new teaching methodologies. Course tutors liaise with their 
trainees’ mentor, and former trainees are encouraged to become mentors for future 
trainees. Every year, there is a meeting and workshop for mentors focusing on issues 
such as multimedia in foreign language teaching. During their school teaching practice, 
trainees discuss their experience with their mentor after every lesson. 
 
3.1.4 Experience of an intercultural and multicultural environment (item 5) 
In the French College, trainees are explicitly encouraged to become involved in the 
European dimension of the college’s initiatives. The college makes use of its French 
Erasmus exchange students, who work with certain trainees in order to exchange 
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information about cultural and educational differences. The colleges also make use of 
bilingual schools in Warsaw that teach subjects in foreign languages as a way of allowing 
trainees to experience multicultural environments. In the German College, classes by 
native speakers, sometimes from the Goethe Institute, are available. 
 
3.1.5 Participation in links with partners abroad, including visits, exchanges or 
ICT links (item 6) 
The French College had a ten year partnership with the IUFM in Alsace. Trainees were 
involved with organising correspondence between classes, teacher educator exchanges 
took place, and trainees taught classes in parallel with their French counterparts. 
 
3.1.6 A period of work or study in a country or countries where the trainee’s 
foreign language is spoken as native (item 7) 
Through Erasmus, four to six trainees per year from the French College spend time at 
French IUFMs. For ten years, a special exchange programme existed with the IUFM in 
Alsace that allowed the exchange of teacher educators.  
 
3.1.8 Continous improvement of teaching skills as part of in-service education 
(item 10) 
The centre’s colleges play an integral role in the networks that run in-service language 
teacher education in the Warsaw region. At the English College, the course in teacher 
advancement prepares trainees for their professional careers, showing them how to 
create the in-service education portfolios integral to their future promotion. The 
educator who offers this course is also responsible for identifying the in-service needs of 
language teachers in Warsaw and its suburbs. Awareness of in-service education is a 
particular priority at the centres because this is often the means for teachers to become 
specialists in certain areas and evidence of in-service education in certain areas is needed 
for promotion. 
 
3.2. Knowledge and understanding  
 
3.2.1 Training in the development of a critical and enquiring approach to teaching 
and learning (item 15) 
The emphasis in all three colleges is on collaborative seminars and group work in order 
to build a critical attitude into teacher education. Ungraded micro-teaching is frequently 
used to encourage trainees to assess different teaching styles and strategies and give 
constructive criticism.  
 
3.2.2 Training in information and communication technology for pedagogical use 
in the classroom (item 17) 
The French College has a multimedia workshop for trainees. Trainees are also involved 
in producing materials for the college website. They recently produced an online series of 
annotated bibliographies.  
 
3.3 Strategies and skills 
 
3.3.1 Training in ways of adapting teaching approaches to the educational context 
and individual needs of learners (item 22) 
Trainees often have the chance to do some of their classroom observation in a primary 
school and some in a secondary level school; methodology seminars teach them how to 
adapt materials accordingly. Special needs education is one of the topics encouraged in 
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the Diploma Project. Trainees in the German College distribute questionnaires to the 
pupils of their third year teaching practice classes asking them to explain why they are 
learning the language. This allows them to see the variety of reasons learners have for 
learning languages.  
 
Since trainee teachers at the college do not specialise in different ages groups, there is 
much emphasis on adapting teaching materials to different teaching contexts. In one 
course on young learners, trainees are asked to present the same topic as it might be 
taught to young, primary, secondary and adult learners. 
 
3.3.2 Training in methods of learning to learn (item 24) 
A key element of the Teacher Development and Enhancement course introduces teacher 
trainees to learner-centred as opposed to teacher-centred pedagogy, important in the 
context of Poland’s previous reliance on the latter. This module teaches trainees 
strategies such as brainstorming, how to elicit learner involvement and interactional 
teaching and learning. 
 
3.3.3 Training in the development of reflective practice and self-evaluation (item 
25) 
Trainees always write reports after their experience of classroom observation. They also 
develop learners’ portfolios that assemble one task for each teaching outcome they want 
to achieve. These are presented in seminars as part of group work. Part of the Diploma 
Project involves a questionnaire distributed to school pupils on how they responded to 
specific lessons they were taught by the trainee. As part of the Teacher Advancement 
course, trainees are taught constantly to evaluate their own career and experience with a 
view to gathering proof of this in their professional portfolio. This course also asks them 
to compile a reflective diary with a peer.  
 
3.3.4 Training in the practical application of curricula and syllabuses (item 28) 
As part of a course dealing with teacher advancement and professional enhancement, the 
centre’s trainees have specific classes on recent technical and national educational 
reforms in Poland. As part of their third year methodology course, trainees are taught 
how to evaluate curricula (Related item: 20). In the German College, this focuses 
specifically on how trainees implement task-based elements of curricula in the teaching 
of listening, speaking, reading and writing. At all stages, trainees are aware of the 
curricular requirements set down by the Ministry of Education. 
 
3.3.5 Training in peer observation and peer review (item 29) 
The centre does not have a specific framework for peer observation and review, but it 
occurs in many areas. Trainees work together to produce group reports and work in 
groups when organising extra-curricular activities for schools as part of 30 hours of their 
school observation period. Extra-mural trainees often observe other trainees teaching. 
 
3.3.6 Training in action research (item 31) 
Action research is part of the skills developed in the Diploma Project, focusing on one 
specific area of teacher education and assessing how to improve this. Some of the 
methodology classes arrange mini-case studies on a whole range of subjects from exam 
planning to dyslexia.  
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3.4 Values 
 
3.4.1 Training in the diversity of languages and cultures (item 36) 
Trainee teachers at the Centre have to learn another language in addition to their main 
one. These language classes are now taught at the corresponding college, where before 
they were taught in-house. This has led to increased exchanges between trainees. 
 
Staff from the centre have been involved in the ECML project Ja-Ling that aims to 
sensitise children to other languages and cultures.  
 
3.4.2 Training in the importance of teaching and learning about foreign 
languages and cultures (item 37) 
The new European module at the centre, taught by the Faculty of Education and 
compulsory for all trainees, involves 90 hours of teaching. It was introduced to highlight 
the European dimension in language teacher education, to encourage cooperation 
between university faculties, and to bring trainees from different languages into contact 
with one another. For this module, trainees study the different education systems in 
European countries, learn about the European Union and the issues and problems, such 
as multilingualism, that face Europe as a whole. They also learn about European history 
and economics. The trainees from the French and German Colleges are taught together. 
 
In the German College, there is a special focus on issues such as links and differences 
between different German-speaking European countries. In addition, trainees work on 
themes such as the presence of Austrian German speakers in Poland. 
 
4. Points to note 
 
4.1 The formation of the Centre for Foreign Language Teacher Training and 
European Education 
The centre was founded to give teacher education a higher profile within the university 
context. By collaborating, the three colleges were able to give teacher education greater 
legitimacy and to award their own degrees as a result of having the required number of 
university professors and staff with doctorates. The addition of the European module 
had the positive effect of gaining cooperation from the university’s Faculty of Education. 
In addition, trainees were encouraged to focus on the European dimension of language 
teaching as Poland was on the threshold of accession to the European Union. 
 
4.2 The different routes into teaching in Poland. 
As a result of the collapse of Communism, great efforts were made to increase the 
numbers of foreign language teachers in Poland. The teacher training colleges were 
founded very quickly, and this has led to a certain amount of complexity in the system. 
Recently, the university colleges have come under threat since they often do not have the 
required number of professors and staff with doctorates to award their own degrees. 
Another point is that the different routes into teaching, i.e. via the university faculties’ 
M.A. (with teaching qualification), via the autonomous university colleges (which have 
been the focus of this case study), and via the non-autonomous cluster colleges (whose 
degrees and curricula are overseen by the philological faculties), vary greatly in prestige.  
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5. Summary 
 
Main strengths: 
 
• A firm foundation in language teaching methodology; 
• A high degree of staff commitment to innovative teaching methods and 
European initiatives; 
• A structured approach to practical teaching experience, well integrated with 
theoretical analysis and reflection; 
• The Diploma Project as a major tool in promoting trainee autonomy, reflective 
practice, action research, bridging the gap between theory and practice and self-
evaluation; 
• The creation of the European module as a compulsory component for all the 
centre’s trainees; 
• The trainees’ awareness of the needs of different age groups and the reasons why 
pupils learn languages. 
 
Areas for further consideration 
 
• Extending cooperation between the three colleges beyond the administrative 
level, especially through the European module and the second language teaching 
classes;  
• Extending peer observation and peer review; 
• Integrating the European dimension of language teacher education more 
explicitly into methodology classes. 
 
6. Contacts 
 
Hanna Komorowska, Monika Galbarczyk, Emma Harris, Hanna Kijowska, Anna 
Murkowska, Ludmila Sobolew, Dominika Szmerdt, Magdalena Szpotowicz,  Przemyslaw 
Wolski, Janina Zielinska, Aleksandra Drogon, Justyna Lawadaka, Paula Sofulak 
 
Website: www.test.uw.edu.pl/en/ 
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Quality Assurance and Enhancement Guidelines for the European Profile for 
Language Teacher Education – a Frame of Reference 
 
 
Introduction 
Detailed quality assurance and enhancement guidelines have been developed to 
correspond with every item of the Profile. 
 
According to the glossary attached to the main report, quality assurance refers to a means 
of monitoring and evaluating a process and aims to ensure that certain expected and 
agreed standards are met. Quality enhancement, on the other hand, aims to identify, 
facilitate and disseminate good practice, emphasising a dynamic process in which there is 
continuous movement towards improvement. Both terms are used to describe the 
following guidelines. This is because, on an internal, institutional level, the guidelines 
could be used to monitor performance and thus quality assurance is an appropriate term. 
However, on a wider stage the Profile aims to inform and disseminate good practice and 
does not serve as a standard which should be imposed. Accordingly quality enhancement 
is a fitting term. 
 
These guidelines are written for trainee teachers but aim to inform decision makers 
within institutions. Each item of the Profile is expanded on a practical level and the 
guidelines illustrate the benefits and values of each Profile item as well as how they can 
be achieved. 
 
The purpose of the guidelines is twofold. Firstly they are designed to aid the 
implementation of individual profile items where they are a completely new to an 
institution. Secondly, where an institution already practises a Profile item, the guidelines 
serve to systematise their approach and provide a means of testing the impact of the 
Profile item on the trainees’ education or professional development. 
 
Due to the voluntary nature of the Profile, the quality assurance and enhancement 
guidelines are not designed to be prescriptive in any way, nor do they aim to impose 
standards which an institution must work towards. Indeed the guidelines should be 
interpreted flexibly and are broad and open enough to be applicable to varying forms of 
implementation. However they will serve as a form of support to institutions wishing to 
apply any part of the Profile or selection of items and to institutions already doing so.  
 
The quality assurance guidelines were researched using existing written and web-based 
documents on this issue, as well as in consultation with experts in educational quality 
assurance at the University of Southampton. Draft guidelines were presented at the 
meeting between the project directors and the Commission’s Languages Expert Group, 
and were discussed at the project’s two seminars in March and June 2004. 
 
For each Profile item, the quality assurance and enhancement guidelines present: 
 
• The Educational Aims: these describe what the item will help the trainee teacher 
achieve; 
• The Intended Learning Outcomes in terms of Knowledge and Understanding: 
these describe the specific knowledge and understanding a trainee will acquire as 
a result of carrying the item out; 
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• Transferable Skills: these describe the other areas which will be enhanced as a 
result of performing the item; 
• A checklist which indicates what the trainees do in relation to a particular Profile 
item, how they do it and how they know they are doing it. 
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Structure 
 
1. A curriculum that integrates academic study and the practical experience of 
teaching 
 
Educational Aims: 
- To enable you to use the study of theory to inform what you do in the classroom. 
- To give you an academic theoretical basis for your teaching that is specific to 
languages. 
- To encourage you to reflect on the theoretical elements which you have been 
taught and to enable you to incorporate them flexibly into your teaching. 
 
Intended Learning Outcomes: 
a) Knowledge and Understanding 
- You will understand a number of different academic theories regarding language 
teaching and learning. 
- You will be able to interpret these theories and apply them to your teaching 
practice. 
- You will recognise the value of a good academic theoretical basis for every aspect 
of your teaching. 
- You will be able to apply theories flexibly depending on the learners’ needs. 
- You will be able discuss and examine theory. 
 
b) Transferable Skills 
- You will be able to think analytically and critically about your teaching. 
- You will be able to research, interpret and adapt information to inform your 
teaching. 
 
  
Checklist 
What they do: 
- Trainees are able to recognise the theoretical elements they have been taught and 
researched in the teaching of others. 
- Trainees are able to take on board the theoretical aspects of the course and these 
inform how they teach.  
How they do it: 
- The course is designed in such a way that all theory is related in some way to 
what the trainee will see or do in the classroom. 
- Trainees read theory, apply it to their teaching and then evaluate its effectiveness. 
- Trainees read theory and then recognise it working in practice, either through 
peer observation or through teacher observation. 
How they know they do it: 
- Trainees are able to demonstrate an understanding and evaluation of the 
theoretical part of their education. 
- Through action research tasks or similar, trainees are able to apply the theory to 
their teaching and then assess it. 
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2. The flexible and modular delivery of initial and in-service education 
 
Educational Aims: 
- To enable you to see your education as a continuous, ongoing process which you 
build up through the completion of training activities throughout your career, 
both before and after qualification. 
- To encourage you to complete stages of in-service education and professional 
development by delivering it in a manner that fits in with other professional and 
personal commitments. 
- To make initial education accessible to a wide variety of potential teachers. 
 
Intended Learning Outcomes: 
a. Knowledge and Understanding 
- Both initial and in-service education is delivered in such a way as to make it 
accessible and possible to complete.  
- It is also delivered in a way that means it meets the individual educational needs 
of both trainees and qualified teachers. 
- Trainees will understand how all the composite elements of teacher education 
interact to produce a skilled teacher. 
- With a view to in-service education, teachers are able to undergo further training 
in the areas in which they have a particular interest. They are therefore given the 
opportunity to specialise.  
 
b. Transferable Skills 
- Teachers and trainees recognise the areas in which they would like to undergo 
further training.  
 
Checklist 
What they do: 
- Institutions design teacher education programmes in such a way that they can be 
delivered flexibly and through modularisation. This allows trainees and teachers 
to organise their education and professional development around other 
professional and personal commitments.  
How they do it: 
- Teachers are able to complete modules of in-service education when they feel it 
is appropriate. 
- Teachers are able to focus their education and professional development in an 
area in which they have a particular interest. This will mean that teachers develop 
specialisms.  
- The timing and delivery of initial education means that trainees can arrange their 
education around other commitments. 
- The flexible delivery of aspects of initial education means trainees are able to 
revisit any courses in which they need to do more work. 
How they know they do it: 
- Institutions are very highly organised internally. They are able to offer a flexible 
and modular approach to teacher education which maximises the number of 
trainees or teachers who undertake training. 
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3. An explicit framework for teaching practice (stage/practicum) 
 
Educational aims: 
- To deliver a comprehensive overview of the teaching experience. 
- To ensure that the time you spend in school is used effectively. 
- To ensure that all appropriate areas of the teaching experience are covered. 
 
Intended Learning Outcomes: 
a)  Knowledge and Understanding 
- You will work closely with a mentor to organise you schemes of work efficiently 
according to a pre-decided outline of your time. 
- You will witness elements of your theoretical training being exemplified through 
the classroom experience and you will be able to recognise this. 
- You will perform a variety of tasks in the classroom with a variety of learners. 
 
b) Transferable Skills 
- You will be able to plan effectively. 
- You will manage your time efficiently. 
- You will recognise the interaction between the theoretical and practical elements 
of the programme. 
- You will be able to reflect and evaluate your planning and classroom activities. 
 
 
Checklist 
What they do: 
- The school experience is highly organised. 
- Mentors are fully briefed and trained and understand the expectations of both the 
trainee and the educational institution. 
- Trainees, likewise, are fully aware of what is expected of them in terms of what 
they achieve in the classroom and what subsequent papers or diaries need to be 
produced. 
How they do it: 
- The trainee must carry out a balance of observation, peer observation and 
teaching appropriate to the stage in their education and with a range of learners. 
- The educational institution is in constant communication with the school where 
it has trainees.  
How they know they do it: 
- Any problems with either the trainee or the school are foreseen and dealt with 
before it becomes an issue. 
- The teaching experience runs smoothly – the trainee meets deadlines, reports are 
completed by the mentor and all that should be covered is dealt with. 
- The trainee’s development through their teaching practice is documented and 
evaluated by the trainee, the mentor and the tutor. 
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4. Working with a mentor and understanding the value of mentoring 
 
Educational Aims: 
- To develop your working relationship with your mentor. 
- To enable you to use your mentor effectively as a valued source of advice and 
support. 
- To enable you to link theory to practice, and the school experience to what you 
have learnt at university through consultation with your mentor. 
 
Intended Learning Outcomes: 
a) Knowledge and Understanding 
- You will value your mentor for their advice and support. 
- You will be able to work effectively with your mentor to cover the tasks required 
of you during the school experience. 
- You will observe your mentor teaching and be able to identify the methodology 
they employ and replicate this when necessary. 
- You will use your mentor as a tool to help you develop a reflective and critical 
approach to your teaching. 
 
b) Transferable Skills 
- You will be open and honest with your mentors and develop the ability to speak 
openly and honestly with them. 
- With the help of your mentor you will develop a reflective approach to teaching. 
 
Checklist 
What they do: 
- Mentors support the trainee through the duration of their teaching practice. 
- Trainees are offered continuous advice, help and support from their mentor. 
- Trainees work closely with their mentor to achieve the tasks expected of them 
during the school experience. 
- Mentors provide a vital link between the school and the university and between 
the theoretical aspects of the teacher education programme and the school 
experience. 
How they do it: 
- Each trainee is assigned a mentor for the duration of the teaching practice. 
- Mentors are fully briefed by the university and understand what expectations the 
university and the trainee will have of them. 
- Equally the trainees fully understand the role of their mentor during the school 
experience.  
- During the teaching practice, mentors complete a number of tasks and 
responsibilities with the trainees such as observing them teaching, giving them 
feedback, checking over their lesson plans and offering general pastoral support. 
How they know they do it: 
- Trainees successfully complete their school experience and cover all the tasks set 
out by the university. 
- Trainees appreciate the help and support of their mentor and are able to work 
closely with them. 
- University-based mentors are able to visit trainees during their teaching practice 
and observe this relationship first hand and discuss it during three way meetings. 
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5. Experience of an intercultural and multicultural environment 
 
Educational aims: 
- To give you the opportunity to reflect on your own culture, to learn about other 
cultures and to respect these accordingly and to develop an intercultural 
understanding. 
- To enable you to communicate effectively with peers and students from other 
cultural backgrounds and to develop your ability to manage professional 
situations where people of different cultures interact. 
 
Intended learning outcomes: 
a) Knowledge and understanding 
- You will understand that the term ‘multicultural’ is a descriptive term, referring to 
a state of fact, whereas the term ‘intercultural’ is a dynamic term, referring to the 
aspiration to achieve a particular kind of interaction. 
- You will be able to develop an intercultural understanding, appreciate the 
importance of culture and sensitivity to it when building relationships and in a 
professional setting. 
- You will be able to reflect on your own culture and understand how it interacts 
with other cultures, where problems with communication might occur and how 
to overcome these and adapt your teaching accordingly. 
 
a) Transferable skills 
- You will have developed good communication skills and become flexible in your 
attitude towards other cultures. 
- You will be culturally aware and have developed cultural sensitivity. 
 
 
Checklist 
What they do: 
- Trainees are given the opportunity to experience an intercultural and 
multicultural environment. 
- The training institution gives trainees the chance to teach different groups of 
students (i.e. in urban areas, as well as rural areas). Training in teaching one’s 
native language to non-native speakers is also possible. 
How they do it: 
- Native trainees are encouraged to mix with non-native trainees. This can be done 
by partnering them up for group work together. 
- Trainees have experience of studying or working in another country and so are 
culturally aware and are equipped to face diversity in a non-judgemental manner. 
This can be reinforced by the content of the teacher education. 
- Trainees are encouraged to build up and maintain networks with colleagues from 
other countries.  
How they know they do it: 
- Trainees understand the concepts of interculturalism and multiculturalism and 
can discuss the issues surrounding these two notions cogently and with clarity. 
- Trainees work well in mixed groups. How they treat their colleagues is reflected 
in how they teach. 
- Trainees spend a period abroad during their training. 
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6. Participation in links with partners abroad, including visits, exchanges or ICT 
links 
 
Educational Aims: 
- To enable you to foster international networks and partnerships. 
- By doing so, to enable you to obtain authentic materials in the target language. 
- To maintain your personal language competency through direct contact with 
native speakers. 
- To increase your cultural awareness through contact with many different 
nationalities. 
 
Intended Learning Outcomes: 
a) Knowledge and Understanding 
- You will be able to use a number of different means, including technology, to 
establish links with partners abroad.  
- You will be able to use these links for the exchange of ideas, experiences and best 
practice and also to exchange materials used in teaching the language. 
 
b) Transferable Skills: 
- You will be given the opportunity to travel abroad. This will have a direct impact 
on your personal and social development. 
- Through spending time abroad you will develop your communication skills. 
- You will have the opportunity to improve your personal language competence. 
 
 
Checklist 
What they do: 
- Trainees are given information about the existing links established between their 
university and educational institutions abroad. 
- Trainees are given information about the opportunities available to them in terms 
of trips or exchanges abroad. 
How they do it: 
- Trainees know how to use the relevant technology to access links with partner 
institutions. They also have self-access facilities through which they can 
participate in these links. 
- Trainees are encouraged to build links with partner universities and, if financial 
provisions allow, they are able to visit these universities for short periods. 
How they know they do it: 
- Trainees are able to spend time abroad. 
- Trainees actively spend time participating in ICT links. 
- The benefits of these exchanges and links can be seen in the trainee’s cultural 
awareness, the development of their teaching and in their language competency. 
 
 
 
 
 
 
 
 
  88
7. A period of work or study in a country or countries where the foreign language 
is spoken as native 
 
Educational Aims: 
- To give you first-hand knowledge of the culture and traditions of a country 
where the target language that you are preparing to teach is spoken. 
- To enable you to communicate effectively in the target language to native 
speakers. 
 
Intended Learning Outcomes: 
a) Knowledge and Understanding 
- You will have a working knowledge of the culture and traditions of a country 
where the target language is spoken. 
- You will be able to communicate spontaneously in the language on a variety of 
subjects and in a variety of contexts. 
- Your written communication will be clear and easily comprehensible as it is 
required in your daily life in the country. 
- You will build relationships with native speakers and understand the importance 
of maintaining these networks in your career. 
 
b) Transferable Skills 
- You will have well-developed communication skills. 
- You will be culturally aware. 
- You will devise strategies to make yourself understood in situations where you do 
not necessarily have knowledge of the appropriate vocabulary. 
 
 
Checklist 
What they do: 
- Trainees are provided with the opportunity to spend a period of time abroad. 
- The educational institution fully supports the trainees and, using its existing 
networks, helps them find appropriate work placements or courses. 
How they do it: 
- The educational institution provides clear guidelines as to what is an appropriate 
use of time in a foreign country.  
- The educational institution ensures that each trainee is fully aware of the 
opportunities available to them if travelling abroad. 
- The educational institution provides information to the trainees, not only on 
issues surrounding their work or study placement but also on practical issues 
such as accommodation, etc. 
How they know they do it: 
- A trainee’s home institution remains in contact with their host institution and 
ensure the trainee is making reasonable progress. 
- A Trainee’s language competency and confidence in communicating will have 
improved noticeably when they return. 
- A trainee will speak enthusiastically and energetically about the benefits of 
spending time abroad. 
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8. The opportunity to observe or participate in teaching in more than one country 
 
Educational Aims: 
- To improve personal language and communication skills. 
- To increase your knowledge of different cultures. 
- To increase your knowledge of varying educational traditions and classroom 
cultures. 
- To foster international networks.  
 
Intended Learning Outcomes: 
a) Knowledge and Understanding 
- You will experience other cultures and techniques which you will be able to 
incorporate into your teaching in your home country. 
- You will be given the opportunity to work with native speaker colleagues. 
- Where appropriate, you will improve your foreign language competency. 
- You will increase your language awareness through teaching your mother tongue. 
- You will react flexibly to different situations and be able to adapt your teaching 
approaches accordingly. 
 
b) Transferable Skills 
- You will improve your intercultural communication skills. 
- You will be open to change and new ideas. 
- Teaching abroad increases mobility. 
- Team-working skills when team-teaching are enhanced. 
 
 
Checklist 
What they do: 
- Trainees are given the opportunity to spend time abroad in a foreign language 
classroom. 
- Trainees are given the opportunity to teach, team-teach or observe, depending on 
how this is appropriate. 
How they do it: 
- Networks and personal relationships are established between trainees or 
education departments with other education department or schools abroad. This 
could be done following the initiative of the trainee. 
- Trainees must be given some training on how to adapt their teaching to different 
contexts. For example, trainees must be given some guidance on how to teach 
their native language to non-natives if this appropriate. Equally their approach to 
teaching would be different if they were teaching their foreign language to native 
speakers of a third language. 
- Trainees must also be capable of planning lessons in teams and working closely 
with their colleagues. 
How they know they do it: 
- Trainees are required to include their experiences abroad in their portfolios. 
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9. A European-level evaluation framework for initial teacher training and in-
service training programmes, enabling accreditation and mobility 
 
Educational Aims: 
- To enable your teaching qualification to be recognised in other European 
countries. 
- To enable you to travel and work in a number of European countries. 
 
Intended Learning Outcomes: 
a) Knowledge and understanding 
- You will understand the importance of accreditation if you want to go to another 
European country in order to teach. 
- You will be able to understand the educational backgrounds of other European 
countries and how teaching qualifications can be compared with the teacher 
education in your own country. 
- You will endeavour to complete the relevant training to allow your qualifications 
to be recognised in Europe. 
b) Transferable skills 
- You will be encouraged to be open-minded, flexible and increasingly mobile on a 
European level. 
 
Checklist 
What they do: 
- Teacher trainees’ qualifications are accredited in other European countries. 
- Teachers are able to become more mobile and work in other countries which 
recognise their qualifications.  
How they do it: 
- Trainees’ qualifications are accredited via existing diploma and portfolio 
structures. 
- Trainees participate in the European Credit Transfer System and recognise the 
value of the Diploma Supplement. 
- Trainees can undergo training via online and distance learning programmes that 
are accredited. 
How they know they do it: 
- Teacher trainees are successful in their applications for teaching positions in 
other European countries and are not held up due to bureaucratic hurdles in the 
recognition of their qualification. 
- Teacher trainees can participate in flexible training that is organised according to 
their needs. 
- There is more mobility amongst teacher trainees. 
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10. Continuous improvement of teaching skills as part of in-service education 
 
Educational aims: 
- To give you opportunities to further enhance your skills after your initial teacher 
education. 
- To provide the possibility to learn new methodological developments in teaching 
and ensure ongoing professional development. 
 
Intended learning outcomes: 
a) Knowledge and understanding 
- You will be able to participate in courses and programmes that will further 
contribute to your teaching skills. 
- You will have the access to further training after your initial teacher education. 
- You will be enabled to learn recently developed methodological skills and will be 
up-to-date with recent developments to improve your teaching. 
 
b) Transferable skills 
- You will be open and flexible to new developments in methodological teaching 
skills. 
- You will be able to critically reflect on newly acquired skills and adopt them in 
your own teaching in practice. 
 
 
Checklist 
What they do: 
- Qualified teachers will be given the possibility to further enhance their teaching 
skills after their initial education. 
- Institutions will authorise the possibility for teachers to take further courses and 
qualifications. 
How they do it: 
- In-service or continuing education is offered at key points during a teacher’s 
career. 
- Practising teachers are introduced to new methodology and theory to ensure they 
are kept abreast of developments and take an active role in their own 
professional development. 
- Practising teachers receive refresher courses in skills and techniques which they 
are aware of but may not be actively using. 
- Practising teachers are encouraged to reflect on and re-evaluate their teaching 
with regards to various approaches. 
How they know they do it: 
- Feedback from practising teachers suggests that in-service courses are beneficial 
and valuable in ensuring a teacher’s skills are up to date and relevant. 
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11. Ongoing education of teacher educators 
 
Educational aims 
- To stress the need for ongoing education for qualified personnel involved in 
foreign language teacher education programmes. 
- To focus ongoing education on interdisciplinary approaches, interdepartmental 
cooperation, team-working and networking, leadership skills and the European 
dimension of foreign language teacher education. 
 
Intended learning outcomes 
a) Knowledge and understanding 
- You will be able to understand the importance of participating in ongoing 
training programmes in order to further enhance your methodological skills. 
- You will be able to see the necessity for frequent contacts between teacher 
educators in order to exchange information and knowledge. 
- You will understand that the education of teacher educators is an ongoing 
process and needed in order to keep informed about developments in teacher 
education and language learning at a European level. 
 
b) Transferable skills 
- You will be open and flexible to new developments in methodological teaching 
skills 
- You will be able to reflect critically on newly acquired skills and adopt them to 
your own teaching in practice. 
 
 
Checklist 
What they do 
- Teacher educators will be given the possibility to further enhance their 
methodological teaching skills after their initial training. 
- Teacher educators will get the chance to improve their practical training skills in 
order to complement their theoretical knowledge. 
How they do it 
- Teacher educators have access, inside or outside the institutional context, to 
ongoing education in areas such as interactive teaching, mentoring, new learning 
environments, networking. 
- Practising teacher educators receive refresher courses in methodological 
techniques which they are aware of but may not be actively using. 
- Practising teacher educators are encouraged to reflect on and re-evaluate their 
teaching with regards to various methodological approaches. 
How they know they do it 
- The ongoing education of teacher educators is formally recognised by the 
educator’s institution and leads to a further qualification. 
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12. Training for school-based mentors in how to mentor 
 
Educational Aims: 
- To ensure that all mentors understand their role as a mentor. 
- To equip mentors with the skills necessary for them to be an effective mentor. 
These skills would include observing, providing feedback, report writing and how 
to deal with problems and issues as they occur. 
- To introduce mentors to new methodological and theoretical approaches in 
which the trainees are being educated. 
 
Intended Learning Outcomes: 
a) Knowledge and Understanding 
- For the mentor, comprehensive training on how to mentor will mean they are 
able to further develop this role for themselves with confidence. 
- For the university, the training of mentors is vital to ensure they fully understand 
their role and what is expected from them. The university will be able to entrust 
the trainees’ school experience to the mentors. 
- For the trainees, having a fully trained mentor will ensure that their school 
experience runs smoothly, that they are offered the advice, guidance and pastoral 
support needed whilst they complete the tasks required of them by the university. 
 
b) Transferable Skills: 
- The mentor will develop communication skills through observing and feeding 
back and working closely with the trainee in general. 
- The mentor will have an opportunity for further professional development. 
 
Checklist 
What they do: 
- The university must ensure the mentor is fully briefed on what their role entails. 
- The university must also ensure that the mentor is armed with the skills to 
mentor effectively. These would include observing, feeding back, report writing 
and how to deal with problems and issues as and when they occur. 
How they do it: 
- Mentors are required to attend seminars and group sessions organised by the 
university. 
- Mentors are given some form of documentation containing the information they 
are likely to require when mentoring. They also know to who to contact for 
further support. 
- Mentors are required to attend regular meetings with university-based tutors to 
ensure a seamless programme of theory and practice. 
How they know they do it: 
- Mentors are fully trained and briefed. They are provided with all sources of 
information and documentation required for them to mentor effectively. 
- Mentors provide feedback to the university and critically evaluate the mentor 
training they received compared to the experience of mentoring. 
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13. Close links between trainees who are being educated to teach different 
languages 
 
Educational Aims: 
- To encourage you to foster relations with trainees of different languages.  
- To enable you to exchange ideas and practices with other trainees and then adapt 
them to your own context. 
- To encourage a multilingual and intercultural environment. 
- To avoid the isolation of trainees, particularly those who may be training to teach 
lesser spoken languages. 
- To enable you to develop professional relationships at an early stage. 
 
Intended Learning Outcomes: 
a) Knowledge and Understanding 
- Trainees will be able to exchange experiences and ideas with peers training to 
teach other languages. They will be able to adapt these to suit their own language 
and teaching context. 
- Trainees will have an increased understanding of their role as a teacher of 
languages rather than of a specific language. 
- Trainees will know how to build relationships with colleagues who are in other 
disciplines or academic fields. This will prepare them for working in a school 
context and teach them to see education as an integrated activity. 
b) Transferable Skills 
- Trainees will gain experience of building professional relationships outside of 
their immediate language group. 
- Trainees will be exposed to a more intercultural and multilingual environment 
which will increase their cultural awareness. 
 
Checklist 
What they do: 
- Trainees are offered the opportunity to discuss their experiences with trainees of 
different languages, to make comparisons and identify the differences in 
approaches employed. 
- Trainees are able to exchange ideas regarding good practice and the use of 
materials and adapt these to their own linguistic context. 
How they do it: 
- Trainees are encouraged to mix during general, non-language specific sessions. 
- Trainees are given the opportunity to develop materials which can be adapted to 
a number of languages. 
- Trainees of different languages can be encouraged to work together on non-
language specific group work. 
How they know they do it: 
- Trainees are exposed to a intercultural and multilingual environment. 
- Trainees’ teaching approaches and manner of addressing theory are further 
enhanced by exchanges between peers of other languages. 
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Knowledge and Understanding 
 
14. Training in language teaching methodology and in state-of-the-art classroom 
techniques and activities 
 
Educational Aims: 
- To equip you to use a number of different approaches and methodologies to 
teach languages. 
- To introduce you to a number of different routes to achieving learning outcomes 
that use different techniques including audio-visual and ICT resources and 
different working approaches such as role plays and group work. 
 
Intended Learning Outcomes: 
a) Knowledge and Understanding 
- You will understand the principles of teaching languages and the methodology 
used as distinct from those used in different subject areas. 
- You will be able to adapt your teaching approaches appropriately to the learners’ 
needs. 
- You will be able to use a number of different techniques and resources to 
enhance your lessons. These would include multi-media, audio-visual and ICT 
resources. 
- You will know how to use different classroom approaches effectively, such as an 
interactive classroom, group work, role plays, etc. 
 
b) Transferable Skills 
- You will develop strong organisational skills. 
- You will be reflective and responsive and be able to make your teaching 
appropriate to the learners’ needs. 
 
 
Checklist 
What they do: 
- Trainees are able to employ a number of different teaching methodologies, 
approaches and techniques in order to deliver their lessons in interesting and 
varied ways which meet the learners’ needs. 
How they do it: 
- Trainees can use a variety of different resources and teaching approaches to make 
it more appropriate to the learners’ needs. 
- Trainees can try out different methodologies and approaches with a group of 
learners and evaluate the effectiveness. 
How they know they do it: 
- The trainees’ lesson plans reflect their use of different methodologies. 
- Trainees are able to assess the progress of the group of learners against their 
intended learning outcomes for the group. 
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15. Training in the development of a critical and enquiring approach to teaching 
and learning 
 
Educational aims: 
- To enable you to adopt a critical and enquiring approach to teaching and 
learning. 
- To increase your understanding of the interconnection between language 
teaching and learning. 
 
Intended learning outcomes: 
a) Knowledge and understanding 
- Your attitude to teaching will be exploratory, open-minded, analytical and 
experimental. 
- You will understand the necessity of a critical and enquiring approach to teaching 
and learning in order to start teaching in an unprejudiced manner 
- You will understand that teaching and learning are continually evolving 
processes. 
b) Transferable skills 
- You will be able to think analytically, become objective and improve your 
problem-solving skills.  
- You will develop strategic thinking skills. You will be able to effectively evaluate 
situations, decisions, issues, etc. in the short, medium and longer-term. 
 
 
Checklist 
What they do: 
- Trainees are taught how to develop a critical and enquiring approach to teaching 
and learning 
- Trainees are taught to be open-minded and evaluate teaching situations 
themselves. 
How they do it: 
- Trainees are encouraged to read around the subject, to gather their information 
from a number of varying sources. 
- Trainees are constantly encouraged to experiment and try out new methodologies 
and approaches that they pick up from their sources. 
- Trainees are encouraged to question and challenge every aspect of their 
education. They must not accept anything as a norm. 
How they know they do it: 
- Trainees are able to reflect on what they have learnt and what they have seen or 
done in practice. 
- Trainees are able to assess the value of this against the intended learning 
outcomes for a given group of learners. 
- Trainees are able to apply all they know flexibly and not become too burdened by 
accepted norms. 
- Trainees have a genuine interest in finding other ways and means of teaching a 
specific group of learners as appropriate.  
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16. Initial teacher education that includes a course in language proficiency and 
assesses the trainees’ linguistic competence 
 
Educational aims: 
- To enable you to monitor and raise the level of your language competence. 
- To clarify the level of you language in terms of assessment. This could be done 
with reference to the Common European Framework. 
 
Intended learning outcomes: 
a) Knowledge and understanding 
- You will be able to use the training you are given to improve the necessary 
language skills. 
- You will be able to choose from different assessment methods in order to find 
out your language proficiency level. 
- You will be able to reflect on your language proficiency and take further steps in 
order to improve it. 
 
b) Transferable skills 
- You will know your language proficiency level and further improve it. 
- You will be able to use assessment methods for language proficiency such as the 
Common European Framework. 
 
Checklist 
What they do: 
- Trainees can identify their language proficiency level. 
- Trainees are able to apply different assessment techniques and act upon the 
results of their language proficiency level 
How they do it: 
- Trainees reflect upon their language proficiency and follow this up with 
assessment. 
- Trainees use sources online assessment sources such as DIALANG to assess 
their language proficiency level and act upon the feedback received about how to 
improve it. 
- Trainees are able to identify other assessment strategies to identify their language 
proficiency. 
How they know they do it: 
- Trainees know their language proficiency level in reference to the Common 
European Framework and can improve it according to written and oral skills. 
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17. Training in information and communication technology for pedagogical use 
in the classroom 
 
Educational Aims: 
- To use ICT effectively in the context of pedagogical use in the classroom with 
learners. 
- To use ICT regularly as a support and a resource and a means of developing 
independent and lifelong learning skills. 
 
Intended Learning Outcomes: 
a) Knowledge and Understanding 
- You will know how to use ICT effectively for pedagogical purposes in the 
classroom with learners and can recognise the added value compared to learning 
without ICT. 
- You will know how to contribute to independent and life-long learning with ICT 
use. 
- You will understand how to use ICT in the classroom so that greater learner 
autonomy can be achieved through project work and ongoing learning purposes. 
 
b)  Transferable Skills 
- You will improve your information and communication technology skills in 
general. 
- You will improve your organisational and planning skills. 
- You will improve your life-long learning skills and self-study skills. 
- Improved ICT skills can lead to a greater creativity and variety of teaching 
materials. 
 
Checklist 
What they do: 
- Trainees learn to integrate classroom activities with proposals for self-study 
activities outside the classroom. 
- Trainees are aware that ICT is not beneficial if used for its own sake and that it 
has its limitations.  
- Trainees learn to use ICT to increase learner autonomy, the development of 
research projects, resources, documentation and for creating presentations. 
How they do it: 
- Trainees are able to plan lessons with an integrated element of ICT. 
- Trainees are able to reflect on the personal usefulness of ICT. 
- Trainees are able to use different word processing programmes and have a good 
understanding of the use of the Internet, email, search engines, etc. 
How they know they do it: 
- Trainees are able to use up-to-date and international sources for their lessons as a 
result of ICT use. 
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18. Training in information and communication technology for personal 
planning, organisation and resource discovery 
 
Educational Aims: 
- To use ICT effectively in the context of personal planning and organisation. 
- To regularly use ICT as a means to develop new resources and materials. 
 
Intended Learning Outcomes: 
a) Knowledge and Understanding 
- You will know how to use ICT for organising your work, planning and archiving 
lesson plans. 
- You will be able to use ICT to track your progress within a framework of 
reflective practice. 
- You will recognise the value added by the use of ICT. 
 
b) Transferable Skills: 
- You will improve your information and communication technology skills in 
general. 
- You will improve your organisational and planning skills 
- Improved ICT skills can lead to a greater creativity and variety of teaching 
materials. 
 
Check list 
What they do: 
- Trainees use ICT for the exchange of information and ideas, for personal 
planning, for organisation and for the development of resources. 
- Trainees who manage their work using ICT are able to track their own, and 
learners’, progress more effectively and disseminate the results of assessment and 
research more efficiently. 
- Use of ICT allows teachers to keep abreast of developments in teacher education 
and language learning at a European level. 
How they do it: 
- Trainees are taught to use different computer programmes and search engines to 
manage their work. 
- Trainees are encouraged to use online forums for the exchange of ideas with 
colleagues both at a national and international level. 
How they know they do it: 
- Trainees are confident with technology. 
- Trainees’ work is well presented and organised. 
- Trainees creatively produce a variety of materials and resources for use in the 
classroom. 
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19. Training in the application of various assessment procedures and ways of 
recording learners’ progress 
 
Educational Aims: 
- To introduce you to the teacher’s role in formal assessment procedures. 
- To develop knowledge of the benefits of different informal assessment 
techniques that can be employed in the classroom. 
- To enable you to assess your learners correctly and record their progress in a 
meaningful manner. 
- To introduce you to the scales of Common European Framework and encourage 
you to use them to assess the four aspects of language (reading, writing speaking 
and listening). 
 
Intended Learning Outcomes: 
a)  Knowledge and Understanding 
- You will have a repertoire of assessment procedures which you can use flexibly 
according to the particular setting. These include, for example, written and oral 
tests, group work presentations and continuous assessment. 
- You will understand which of these techniques to use to best display the learners’ 
progress in the area in which you are interested. 
- You will be able to record all results and interpret them to chart the learner’s 
progress in a meaningful way. This will also allow you to see areas in which the 
learner is weak and where more work needs to be done. 
 
b) Transferable Skills: 
- You will be able to record accurately and interpret statistical information. 
- You will be able to apply a number of assessment techniques to your teaching 
when necessary. 
 
Checklist 
What they do: 
- Trainees are introduced to formal assessment procedures. They understand how 
the marks of formal assessment have to be recorded and the procedures 
surrounding this. 
- Trainees are familiar with a repertoire of assessment techniques and understand 
the contexts in which different techniques are appropriate. 
- Trainees understand how to use an assessment technique to obtain accurate 
results. 
How they do it 
- Trainees can use tools such as the Common European Framework scales to 
assess their own language proficiency accurately. They then can use them to 
assess the language proficiency of their learners. 
- Trainees understand the advantages of different assessment techniques and are 
able to select a technique appropriate to what they are hoping to test. 
How they know they do it: 
- During the school experience, trainees will have the opportunity to assess 
learners. 
- Trainees critically evaluate the benefits of one particular assessment technique 
over another in a given context and can justify their reasons. 
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- Trainees can interpret the results of assessment of a group of learners and use 
this to inform their teaching. 
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20. Training in the critical evaluation of nationally or regionally adopted 
curricula in terms of aims, objectives and outcomes 
 
Educational Aims: 
- To enable you to think critically about the teaching materials you will use and 
how they can be best adapted to suit the needs of your learners. 
- To enable you to think critically about nationally and regionally curricula and how 
to develop schemes of work which fulfil the requirements of the curricula whilst 
still meeting the needs of your learners. 
- To develop your ability to assess the progress of your learners against the aims, 
objectives and desired outcomes of national or regional curricula. 
 
Intended Learning Outcomes: 
a)  Knowledge and Understanding 
- You will know how to use your teaching materials and resources effectively to 
meet the needs of your learners and to fulfil the requirements of the curriculum. 
- You will be able to use a wide range of materials in a flexible manner. 
- You will be able to critically assess the value of the materials you have used by 
examining the learning outcome curriculum guidelines 
- You will reflect on your lessons with regards to the aims and objectives of the 
curriculum and the fulfilment of these aims. 
 
b) Transferable Skills: 
- You will be able to think critically and reflect about how to develop your 
teaching. 
- You will be able to choose your teaching materials as appropriate to your 
learners. This displays an understanding of, and sensitivity towards learners’ 
needs. 
 
 
Checklist 
What they do: 
- Trainees choose materials and evaluate their value as part of a lesson. 
- After using certain materials, trainees are then able to assess their impact in terms 
of the desired learning outcomes. 
- Trainees can adapt the curricula to their lesson plans and use materials which best 
satisfy the curriculum’s requirements and the needs of the learners. 
How they do it: 
- Trainees are encouraged to choose a wide range of materials and assess which 
ones will bring most value to their teaching. 
- Trainees are taught how to use the curricula to inform their schemes of work and 
their lesson plans to achieve the targets and aims which are set out within them. 
How they know they do it: 
- Trainees are able to write detailed lessons plans in which they integrate the aims 
of the lessons, how these fit in with the aims of the curricula and how and why 
they have chosen their materials to best meet these aims and the needs of their 
learners. 
- With the support of a mentor, they can then reflect on the lesson and the lesson 
plans and develop targets for the next lesson. 
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21. Training in the theory and practice of internal and external programme 
evaluation 
 
Educational Aims: 
- To introduce you to the importance of internal and external programme 
evaluation and quality enhancement. 
- To allow you to become familiar with the procedures involved in programme 
evaluation. 
 
Intended Learning Outcomes: 
a)  Knowledge and Understanding 
- You will understand why programme evaluation is important. 
- You will understand the importance of working to standards and how in teaching 
it is vital that those standards are complied with. 
- You are able to follow the procedures relating to internal and external 
programme evaluation and can carry out extra tasks relating to this when 
required. 
 
b)  Transferable Skills: 
- You will be able to follow procedures. 
- You will be able to display statistical information if required in a clear and 
coherent manner. 
 
 
Checklist 
What they do: 
- Trainees are introduced to programme evaluation as a concept. They understand 
why it is important to teaching and education. 
- They also understand what the role of the teacher in programme evaluation 
involves. 
- Trainees can understand and follow standards. 
How they do it: 
- Trainees are introduced to the different methods of internal and external 
programme evaluation. 
How they know they do it: 
- During the school experience trainees are given the opportunity to work with a 
mentor for some form of external programme evaluation. 
- During the school experience trainees become familiar with the internal quality 
standards of the institutions. 
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Strategies and Skills 
 
22. Training in ways of adapting teaching approaches to the educational context 
and individual needs of learners 
 
Educational Aims: 
- To develop the trainee’s awareness of factors that can influence a learner or a 
group of learners’ needs. 
- To develop the trainee’s awareness of different teaching approaches and how 
these are suitable to different learners or groups of learners. 
- To equip trainees with the tools necessary for them to adapt their teaching to 
their learners when required. 
- To encourage a flexible and reactive approach to teaching and learning. 
 
Intended Learning Outcomes: 
a) Knowledge and Understanding 
- You understand different learners’ needs and are able to recognise them in the 
classroom. 
- You have an understanding of special educational needs teaching. 
- You are aware of teaching languages for specific vocational purposes. 
- Trainees are able to adapt their teaching to different learners’ needs as and when 
required. 
- You understand a range of assessment techniques used to identify a learner’s 
needs. 
 
b) Transferable Skills 
- Trainees learn to approach their lessons flexibly and responsively. 
- Trainees are able to plan their lessons so that they are appropriate to a wide range 
of learners. 
 
 
Checklist 
What they do: 
- Trainees are able to identify the needs of the individual learner. 
- Trainees are able to adapt their teaching to best meet the needs of their learners. 
How they do it: 
- Trainees understand the factors which influence a learner’s learning. 
- Trainees are able to recognise the needs of their learners. 
- Trainees are able to adapt their teaching to the needs of the learners. 
- Trainees have a sound understanding of special educational needs teaching. 
- Trainees can adapt their teaching to teach the language for specific vocational 
purposes. 
How they know they do it: 
- Trainees adapt their teaching to their learners by creating a classroom 
environment which is inclusive. 
- Trainees are encouraged to use a variety of materials and resources, including 
multi-sensory aids. 
- Trainees are given the opportunity to work with a wide range of learners of 
differing abilities and different socio-cultural and vocational needs. 
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23. Training in the critical evaluation, development and practical application of 
teaching materials and resources 
 
Educational Aims: 
- To develop your understanding of the benefits of using good materials and 
resources. 
- To help you understand that materials and resources should be seen as an aid to 
the teaching-learning process and cannot replace active teaching. 
- To enable you to use the resources which fit your desired learning outcomes and 
which fit into the syllabus or curriculum framework. 
- To encourage you to use a wide range of different materials from different 
sources depending on the learning styles and needs of your learners. 
 
Intended Learning Outcomes: 
a) Knowledge and Understanding 
- You will be able to select materials which are appropriate to the learners and to 
the learning context and effectively incorporate these materials into your 
teaching. 
- You will be able to incorporate these materials into your teaching effectively. 
- You will understand how the materials you use work with the syllabus or 
curriculum framework. 
- You will be able to examine critically your use of materials and resources and 
assess both their usefulness to the learner and their usefulness to you as a teacher. 
- You will be able to develop your own materials and use them practically. 
- You will devise strategies to incorporate authentic materials into your teaching. 
 
b) Transferable Skills 
- You will be able to think creatively and critically when using materials and 
resources. 
- You will be reflective and responsive and tailor the use of materials to your 
learners’ needs. 
- You will be able to plan your lessons effectively so that the materials and 
resources form an integral part of the teaching-learning process. 
 
 
Check-list 
 What they do: 
- Trainees are aware of the materials and resources available to them. This would 
include of text books, videos, cassettes, CD-ROMs and materials online. 
- Trainees are able to pick the materials and resources available to them as 
appropriate to the learners. 
- Trainees understand the usefulness of materials and resources within the syllabus 
and curriculum framework. 
- Trainees appreciate that there are different learning styles to which different 
materials and resources are more appropriate.  
- Trainees plan their lessons effectively incorporating the use of materials and 
resources. 
- Trainees can justify their use of material and resources with regard to their 
desired learning outcomes. 
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- Trainees can evaluate the value of materials and resources and reflect on their 
use. 
How they do it: 
- Trainees are introduced to the relevant materials and resources. They are also 
encouraged to find or make their own, and adapt those more commonly used to 
their learners’ needs. 
- Trainees understand the methodology and theory which underpins the use of 
materials and resources. 
- Trainees understand the theories surrounding learning styles and how these can 
best be tackled by using a variety of materials and resources. 
- Trainees are encouraged to think critically about the value of a certain material or 
resource and understand that materials should act only as an aid to the teaching-
learning process. 
How they know they do it: 
- Trainees are able to carry out independent action research on the impact of 
resources and adapt their use of materials and resources accordingly. 
- Through self-evaluation and reflection and through discussions with mentors and 
tutors trainees can assess their practical application of materials and resources. 
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24. Training in methods of learning to learn 
 
 
Educational aims: 
- To enable you to understand the methodology and strengths and weaknesses of 
common learning modes. 
- To enable you to understand that learning styles vary and how this should be 
considered in teaching strategies. 
- To encourage you to experiment with a variety of learning strategies. 
 
Intended learning outcomes: 
a) Knowledge and understanding: 
- You will be able to recognise different learning modes and strategies and 
consider this in your teaching methodology. 
- You will understand that experimenting with several learning strategies is 
important in order to cover a variety of learning experiences and avoid repetition 
when learning. 
- You will be able to respond to specific learning contexts you encounter in the 
classroom. 
 
b) Transferable skills 
- You will be flexible and enthusiastic when learning. 
- You will be able to study efficiently. 
 
 
Checklist 
What they do: 
- Trainees can identify various learning modes and strategies and apply their 
teaching methodology accordingly, bearing in mind a varying use of 
methodology. 
- Trainees recognise different approaches  to learning and relate to this in various 
teaching purposes while also reflecting on their individual way of learning. 
How they do it: 
- You will utilise a wide range of teaching and learning modes and thus stimulate 
the learning process. 
- You will identify the most effective ways of learning in individual contexts. 
- You will be able to cover the broad principles and approaches in study skills. 
How they know they do it: 
- Trainees become aware of  their learning styles and can implement strategies that 
address their own learning needs. 
- Trainees understand the needs of learners and use different teaching styles in 
order to ensure a positive classroom climate and effective learning. 
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25. Training in the development of reflective practice and self-evaluation 
 
Educational Aims: 
- To develop your ability to think critically about your work and teaching 
approaches. 
- To enable you to recognise times when your teaching has not been as effective or 
comprehensive as you would have liked and to develop strategies for its 
improvement. 
- To encourage you to keep detailed records of your lessons and use these as a tool 
to develop subsequent lessons.  
- To develop your ability to assess your lessons or scheme of work against your 
desired learning outcomes. 
 
Intended Learning Outcomes: 
a) Knowledge and Understanding 
- You will understand why a lesson has not gone according to your plan or 
according to your desired learning outcomes. 
- You will learn that there is no such thing as a ‘bad lesson’. You will be able to 
look at ‘bad lessons’ critically and objectively and recognise where improvements 
should be made.  
- Equally you will understand why a lesson went well and be able to come up with 
strategies to recreate this, either in subsequent lessons or with other learners. 
- You will be able to assess your teaching against pre-decided criteria.  
- You will be able to record events and your feelings/ reactions after a lesson in 
such a way that it will be useful to you in subsequent lessons. 
- You will understand the importance of debriefing with school-based mentors and 
tutors and be able to do this in a constructive manner. 
 
b) Transferable Skills 
- You will be able to be reflective and think objectively about many different areas 
of your teacher education. 
- You will be able to give your learners balanced feedback and enable them also to 
reflect on their work and build on past experiences. 
 
 
Checklist 
 What they do: 
- After every lesson they teach, trainees are encouraged to assess how they think 
they performed against their lesson plan, their intended learning outcomes or 
against another set of pre-decided criteria. 
- Trainees are taught to use all their experiences, good or bad, to develop 
subsequent lessons. 
How they do it: 
- Trainees must keep diaries or teaching logs in which they record their lesson 
plans and their desired outcomes. 
- Trainees evaluate how the lesson went in terms of a number of different 
elements (how many learners got involved in the lesson, did they understand the 
points being made, was there a positive classroom climate, did the lesson cover 
everything detailed in the plan?). 
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- The outcomes of the previous lesson must be incorporated in some way in the 
approaches used in the next one. 
How they know they do it: 
- Trainees are able to set themselves targets for subsequent lessons, based on the 
outcomes of previous lesson. Their progress should therefore be visible through 
a teaching log/diary. 
- Mentors debrief trainees following a lesson. 
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26. Training in the development of independent language learning strategies 
 
Educational Aims: 
- To enable you to maintain or improve your own foreign language competence 
through independent, autonomous learning. 
- To enable you to transfer your own learning strategies to your learners and 
encourage and introduce them to the benefits of independent language learning. 
 
Intended Learning Outcomes: 
a) Knowledge and Understanding 
- You will recognise the areas in your foreign language where there is a need for 
improvement.  
- You will know what resources to use to best meet your learning needs and you 
will be able to use a wide range of ICT, text books and audio-video resources. 
- As a consequence you will be able to recognise the specific language needs in 
learners and be able to equip the learner to work autonomously to address these. 
 
b) Transferable Skills 
- You will be able to evaluate critically your language competence. 
- You will be able to use self-study efficiently. 
 
 
Checklist 
What they do: 
- Trainees can identify their language learning needs and access resources and 
implement strategies to make improvements. 
- In turn they are able to introduce these methods to their learners who will then 
be able to assess and improve their language competence as appropriate to their 
needs. 
How they do it: 
- Trainees are introduced to different methods of learning languages. This would 
include the use of ICT for independent learning. 
- Trainees are able to evaluate the merits of different learning strategies and 
recognise that certain strategies are more suitable for certain learners and 
contexts. 
- Trainees are able to present these strategies to their learners and encourage them 
to use them. 
How they know they do it: 
- Trainees’ target language competence improves where appropriate. This could 
include improvement in their classroom-specific language. 
- Trainees are able to set tasks for their learners which are based around 
autonomous language learning. The learner’s independent progress can be 
charted against the trainee’s desired learning outcomes and syllabus requirements. 
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27. Training in ways of maintaining and enhancing ongoing personal language 
competence 
 
 
Educational Aims: 
- To maintain and improve personal language and communication skills (both 
written and oral). 
- To encourage the learning of an additional language. 
 
Intended Learning Outcomes: 
a) Knowledge and Understanding 
- You will understand the importance of continuously updating and maintaining 
your language competence. 
- You will be aware that maintaining language competence is an ongoing process. 
- You will know how to improve your foreign language competence through a 
number of different self-study skills. 
 
b) Transferable Skills 
- You will improve your intercultural communication skills. 
- You will improve your plurilingual skills. 
- Improved language skills can lead to greater confidence when teaching and so 
alter your teaching style. 
 
 
Checklist 
What they do: 
- Trainees are given the opportunity to improve and practise their language skills 
via a number of different materials (ICT, audio-visual resources, etc). 
- Trainees are encouraged to engage in self-study. 
- Trainees are encouraged to go abroad in order to improve their personal 
language competence. 
- Once abroad, active communication with native speakers or in the target 
language is necessary to improve language skills. 
How they do it: 
- Trainees are able to plan language lessons with the correct and varied use of the 
language studied. 
- Trainees are able to reflect on their language competence and improve weak 
points. 
- Trainees are able to assess the language competence level of their learners. 
- Trainees are regularly exposed to the foreign language through film, television, 
radio and newspapers. 
- When on a trip abroad, active communication with native speakers or in the 
target language is necessary to improve language skills. 
How they know they do it: 
- Trainees use the target language confidently and accurately. 
- Trainees are required to include their language competence progress in their 
language portfolios. 
- Trainees will know how to assess their language competence levels according to 
the framework of the CEF. 
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28. Training in the practical application of curricula and syllabuses 
 
Educational Aims: 
- To develop your ability to follow curricula and syllabuses. 
- To enable you to apply curricula and syllabuses to your teaching. 
 
Intended Learning Outcomes: 
b) Knowledge and Understanding 
- You will gain a good overview of the aims covered in the general curriculum and 
understand how to achieve these through syllabuses.  
- You will understand and be able adapt the curricula and syllabus which you are 
required to follow creatively to your teaching. 
- You will be able to develop materials which can be used in the classroom to 
teach the syllabus. 
- You will be able to prioritise the elements of a syllabus to ensure you have 
covered them within the given time frame.  
- You will understand how to assess the progress of your learners with reference to 
the curricula or syllabus. 
 
c) Transferable Skills 
- You will be able to follow procedures. 
- You will learn to prioritise and be able to work to targets and deadlines. 
- You will able to assess learners according to guidelines. 
 
 
 
Checklist 
What they do: 
- Trainees are made aware of the requirements of different curricula and syllabuses 
and how to approach them with regard to their teaching. 
How they do it: 
- Trainees are taught the rudiments of the syllabuses for the teaching context and 
age group they are currently involved in. 
- Trainees know how to use the materials and the resources available to them and 
how to best adapt them so they fulfil the requirements of the curriculum. 
- Trainees are able to assess the progress of the learners with reference to the 
curricula or syllabus. 
How they know they do it: 
- Trainees are encouraged to look at the top grades as a benchmark of what they 
are aiming for. They know this is what they have to achieve in the given time 
frame. 
- The trainee can adapt their teaching to suit different learners, whilst bearing in 
mind the framework in which they are required to work. This is reflected in the 
desired learning outcomes of the trainee versus the learning outcomes of the 
group. 
- Trainees are able to use different materials and resources as appropriate. This is 
reflected in their lesson plans. 
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29. Training in peer observation and peer review 
 
Educational Aims: 
- To realise the value of approaches different to one’s own. 
- To give the trainee the sense of being part of a community of professionals. 
- To develop observation and critical analysis skills including how to give and react 
to sensitive and constructive feedback. 
 
Intended Learning Outcomes: 
a) Knowledge and Understanding 
- You will understand the distinction between peer observation and peer review 
and be able to carry these out in the classroom. 
- You will be able to incorporate what you observe into your own learning process. 
- You will be able to give balanced and considered feedback. 
- You will be able to receive balanced and considered feedback and integrate it into 
your lessons. 
- You will be able to think critically and deliver your feedback diplomatically. 
 
b) Transferable Skills 
- You will develop team-working and communication skills and be able to 
cooperate effectively with colleagues in a variety of situations. 
- You will develop strong analytical and observation skills. 
- You will be able to evaluate others and learn to be self-evaluative. 
 
 
Checklist 
What they do: 
- Trainees undergo teaching practice in pairs and must take turns to observe one 
another teaching. 
- Trainees give balanced and critical feedback to their peer. 
- A trainee incorporates the feedback from their peer into their subsequent 
teaching approaches. 
How they do it: 
- Trainees are taught how to observe. They are taught how to know what they are 
looking for in a colleague’s teaching. 
- Trainees are taught how to give balanced and critical feedback. Trainees are 
equipped with the correct language and phrases to carry this out efficiently. 
- Trainees understand that peer observation and peer review are two way 
processes: a trainee can learn a great deal from actively watching what a colleague 
does and by discussing it with them. 
How they know they do it: 
- Time is set aside for peer review. This can be done with the support of a mentor. 
- Trainees can contribute to the reports of a colleague. 
- Trainees can identify specific criteria in relation to which they want to be 
observed. This focuses the attention of the observer and would give concrete 
conclusions. 
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30. Training developing relationships with educational institutions in appropriate 
countries 
 
Educational Aims: 
- To enable you to foster and maintain international professional links and 
relationships. 
- To facilitate the personal exchange of materials and resources in the target 
language. 
- To maintain your own language competence by communicating regularly with 
native speakers. 
 
Intended Learning Outcomes: 
a) Knowledge and Understanding 
- You will understand the importance of developing links with institutions, colleges 
and schools for your own professional development. 
- You will understand that, by maintaining these links, you will have access to a 
source of authentic materials and resources and a facility for the exchange of 
experiences. 
- You will be able to use these links when you are teaching as a source of 
information for your learners and as a possible means of exchange. 
- You will be familiar with different ways of networking and building international 
links such as online forums and international conferences. 
 
b) Transferable Skills 
- You will maintain your personal language competence by dealing regularly with 
native speakers. 
- You will develop good communication and liaison skills. 
 
 
Checklist 
What they do: 
- Trainees are encouraged to make contact with colleagues in institutions in 
countries of the target language. 
- Trainees are encouraged to foster and maintain these links by a number of 
means. 
How they do it: 
- With the help of their mentors or universities, trainees are put in contact with 
educational institutions in a country where the target language is spoken. 
- Trainees are encouraged to exchange materials for use in the classroom and for 
the maintenance of their personal language competence. 
- Trainees maintain these links by email communication, participation in online 
forums, participation at relevant conferences and events and other forms of 
correspondence. 
How they know they do it: 
- Trainees spend some of their free time communicating with educational 
institutions in a country where the target language is spoken. 
 
 
 
  115
31. Training in action research 
 
Educational Aims: 
- To enable you to think critically about problem-solving. 
- To enable you to overcome problems by applying the results of your own 
research. 
 
Intended Learning Outcomes: 
a) Knowledge and Understanding 
- You will understand the important role research can play in problem-solving in 
the classroom. 
- You will be able to develop a plan of action to overcome issues or difficulties in 
the classroom. 
- You will be able to apply this to your teaching and evaluate the outcomes. 
 
b) Transferable Skills 
- You approach tasks critically and enquiringly.  
- You are able to solve complex problems in a systemised way. 
 
Checklist 
What they do: 
- Trainees identify a problem or issue in the classroom. 
- Using prior knowledge and experience, the trainee is able to put in place 
strategies to overcome the problem or issue. 
- Trainees are then able to evaluate critically the impact of these strategies in the 
classroom. 
How they do it: 
- Trainees are taught the value of action research what it involves and how to 
undertake it. 
- Trainees are encouraged to be critical and experimental with their teaching 
practice. 
How they know they do it: 
- Trainees carry out their own action research investigations. They must identify an 
area for research, act upon it and then evaluate the outcomes. 
- Trainees must experiment with different methodological approaches. This must 
be reflected in their lesson plans.  
- They must assess their approaches and examine how things can be changed. 
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32. Training in incorporating research into teaching 
 
Educational Aims: 
- To enable you to access a number of different resources including books, 
journals articles and online resources to support the theoretical elements of your 
teacher education programme and to inform your teaching practice. 
- To enable you to incorporate research into you teaching in a way that is valuable 
and effective. 
- To enable you to overcome issues and solve problems by applying research to 
your teaching. 
 
Intended Learning Outcomes: 
a) Knowledge and Understanding 
- You will know where to find research in the field of language teacher education 
by accessing the relevant journals and books. 
- You will use these resources to support and supplement the theoretical aspects of 
your programme rather than to supplant them. 
- You will read widely around your subject and use this information and research 
to inform your teaching. 
b) Transferable Skills 
- You will be able to adapt information to suit your purposes. 
- You will gain a wide knowledge of theory and research in the field of language 
teacher education from a number of angles. 
 
Checklist 
What they do: 
- Trainees identify a problem or an issue in their classroom and can research 
solutions from theory. 
- Trainees are able to find the relevant literature on the topic from a number of 
different sources. 
- Trainees are able to incorporate research findings into their teaching and assess 
the value of this. 
- Trainees are generally well-informed about developments in their field. 
How they do it: 
- Trainees are taught about accessing and finding sources of research, i.e. the 
relevant journals and publications. 
- They are encouraged to read widely around the subject and incorporate what they 
have read into their teaching practice. 
How they know they do it: 
- Trainees can use research to inform their teaching. This is reflected in their 
lesson plans. 
- Trainees can critically assess the impact of the research on their teaching and 
adapt it further to meet their needs as a teacher and the needs of their learners. 
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33. Training in Content and Language Integrated Learning (CLIL) 
 
Educational Aims: 
- To introduce you to the methodologies needed in CLIL teaching. 
- To enable you to teach another subject area in the foreign language. 
- To enhance other areas of your training by introducing you to another aspect of 
language learning and teaching. 
 
Intended Learning Outcomes: 
a) Knowledge and Understanding 
- You will understand the methods of teaching another subject in the language. 
- You will be equipped with a wide range of vocabulary suitable for the task of 
teaching the subject in the language. 
- You will recognise that the use of this methodology will enhance your own 
language competence. 
 
b) Transferable Skills 
- You will be able to use your language for other purposes rather than just as a 
linguistic skill for language teaching. 
- You will develop your language competence and your communication skills by 
continuously using the language. 
 
Checklist 
What they do: 
- Trainee teachers learn the methodologies and strategies for teaching another 
subject (such as history or geography) through the medium of a foreign language. 
- Trainees have the opportunity to improve their language competence and are 
given the chance to raise social, cultural and value issues in their own foreign 
language teaching. 
How they do it: 
- Trainee teachers are able to use the teaching of other subjects like history and a 
foreign language in an integrated manner. 
- Trainee teachers are confident in teaching their subject course and in the use of a 
foreign language. 
- Trainees are able to raise social, cultural and value issues when teaching through 
CLIL. 
How they know they do it: 
- Trainees are able to apply methodologies and strategies for teaching other 
subjects through the medium of a foreign language. 
- Trainee teachers have a high level of language competency and are confident 
enough in order to teach subjects like history and geography in another foreign 
language. 
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34. Training in the use of the European Language Portfolio for self-evaluation 
 
Educational Aims: 
- To use the European Language Portfolio to further enhance your language 
learning. 
- To use the European Language Portfolio to motivate you to continue learning. 
- To use the European Language Portfolio to record and reflect upon linguistic 
skills and cultural experiences. 
 
Intended Learning Outcomes: 
a) Knowledge and Understanding 
- You understand how the document is structured in three parts and understand 
the different functions of the three parts (language passport, language biography 
and dossier). 
- You recognise that the compilation of the European Language Portfolio is an 
ongoing process. 
- You are aware of the importance of adding to it following a period of study, 
work or training abroad. 
 
Transferable Skills: 
- You will further develop your linguistic and communication skills through the 
use of the document. 
- You will be required to critically evaluate and reflect upon your cultural 
experience and linguistic skills. 
- The Portfolio will act as basis for similar forms of documentation throughout 
the trainees’ education and their subsequent career. 
 
 
Check list 
What they do: 
- Trainees learn about the European Language Portfolio from the early stages of 
their initial teacher education. 
- Trainees refer to the Portfolio regularly in order to evaluate their own language 
competence and to assemble evidence of their achievements and experience in 
relation to foreign languages and cultures. 
How they do it: 
- Through the theoretical aspect of the teacher education programme, trainees are 
introduced to using the European Language Portfolio. 
- Trainees follow a collection, selection and reflection approach in order to 
compile the portfolio. 
How they know they do it: 
- Through their Portfolio trainees can demonstrate that they have used a variety of 
methods and approaches to further enhance their language skills and add to their 
cultural experiences. 
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Values 
 
35. Training in social and cultural values 
 
Educational Aims: 
- To develop a trainee’s understanding of the importance of language learning in 
terms of the promotion of social and cultural values. 
- To develop a trainee’s understanding of how these values can be fostered 
through an inclusive and context-sensitive classroom. 
 
Intended Learning Outcomes: 
a) Knowledge and Understanding 
-  You will understand the wider role of the language teacher in terms of the 
promotion of social and cultural values and understanding both in learners and in 
colleagues. 
- You will know how to create an inclusive classroom through a number of means 
such as using materials which reflect cultural and racial plurality. 
- This can help foster cultural awareness and mutual understanding in your 
learners. 
 
b) Transferable Skills 
- You will develop increased cultural awareness and cultural sensitivity. 
- You will develop your communication skills by transmitting sometimes complex 
ideas and notions to your learners and your colleagues. 
 
Checklist 
What they do: 
- During a trainee’s education they are encouraged to think of themselves not only 
as a teacher of languages but as a teacher of wider social and cultural values. 
- Trainees are encouraged to develop resources and materials which reflect cultural 
plurality. 
- Trainees are encouraged to advocate social and cultural sensitivity and 
understanding in their classrooms. 
 
How they do it: 
- Trainees are encouraged to discuss social and cultural values and to share ideas 
on what their role as a language teacher is in this area. 
- Trainees are encouraged to develop and experiment with means of promoting 
social and cultural values and understanding and reflect on their impact in the 
classroom. 
 
How they know they do it: 
- Training in social and cultural values is not only embedded in the education 
programme but is explicitly taught throughout to ensure trainees are conscious of 
this aspect of their role as a teacher of languages. 
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36. Training in the diversity of languages and cultures 
 
Educational Aims: 
- To increase your understanding of the importance of the diversity of languages.  
- To increase your knowledge of the diversity of cultures in Europe besides the 
target culture which forms the context of your teaching. 
- To increase your sensitivity towards speakers of heritage and other languages 
who you may have to teach through the course of your career. 
- To enable to you to promote linguistic diversity and foster this value in your 
learners and colleagues. 
 
Intended Learning Outcomes: 
a) Knowledge and Understanding 
- You will be able to promote the importance of a diversity of languages and 
cultures in Europe. 
- You will be able to view cultures from a comparative aspect in order to illustrate 
the similarities and differences between them. 
- You will understand the historical and contextual factors which have influenced 
the development of different cultural perspectives. 
 
b) Transferable Skills 
- You will have increased cultural awareness developed through your 
understanding of the linguistic and cultural diversity of Europe. 
 
 
Checklist 
What they do: 
- Trainees are introduced to the notion of linguistic and cultural diversity through 
the theoretical aspects of their teacher education programme. 
- They are introduced to theories of language acquisition and thus understand the 
impact of mother tongue and other languages spoken on the learners’ language 
acquisition. 
How they do it: 
- Trainees are able to promote linguistic and cultural diversity in the content of 
their lessons. 
- Trainees are taught how to use a variety of materials to foster this understanding 
of diversity in their learners whilst still meeting their needs and the requirements 
of the syllabus. 
- Trainees are encouraged to research the languages and cultures of Europe 
beyond those related directly to their teaching. 
How they know they do it: 
- Trainees have increased cultural awareness and transmit this to their learners via 
the content of their lessons. 
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37. Training in a the importance of teaching and learning about foreign 
languages and cultures 
 
Educational Aims: 
- To ensure that culture issues, which form an extricable part of language learning, 
are given the attention they require in the foreign language classroom. 
- To foster a cultural understanding and a mutual respect in trainees. 
- To ensure trainees understand the importance of learning languages, both for the 
personal development of the learner and for European development. 
- To enable trainees to incorporate cultural aspects into the content of their 
teaching. 
- Cultural understanding should include the knowledge of religion, art, music, 
festivals, popular culture, history, etc. 
 
Intended Learning Outcomes: 
a) Knowledge and Understanding 
- You will be very familiar with the culture(s) of the language(s) which you are 
training to teach. 
- You will be able to transfer this knowledge to your learners by using it as the 
content of your lessons. 
- You will know how to use the target culture as content in an interesting and 
imaginative manner which is useful to your learners both for general 
understanding and their language competence. 
- You will understand your wider role as a teacher in terms of transmitting the 
importance of teaching languages. 
 
b) Transferable Skills: 
- You will have increased cultural awareness. 
- You will understand your role as a teacher in the wider context. 
 
 
Checklist 
What they do: 
- Trainees are taught how to use the target culture as the content of their lessons. 
This includes selecting appropriate topic areas which satisfy the requirements of 
the curricula and the needs of the learners. 
- Trainees are taught the importance of language teaching and learning for the 
personal development of the learner and the social and economic development 
of the community as a whole. 
How they do it: 
- Trainees are encouraged to keep up to date with the current affairs in the 
country/countries where the language(s) they are preparing to teach are spoken 
as native. Trainees can then make the cultural content of their lessons relevant 
and contemporary. 
- Trainees are encouraged to think of the target culture(s) and their own culture 
from a comparative aspect. This is valuable in increasing cultural awareness and 
highlights the similarities and differences between cultures. 
  122
- Trainees are encouraged to foster links with partner institutions where the target 
language is spoken as native to gain a better understanding of the cultural aspects 
of the country. 
- Trainees can also use other resources, particularly the Internet, to gain a greater 
understanding of the target culture(s). 
How they know they do it: 
- Trainees display a sound awareness of the target culture(s). 
- Trainees use materials in the classroom which transmit knowledge of the target 
culture as well as the language. 
- Trainees are keen to participate in exchanges and visits abroad or in ICT links 
with partner institutions. 
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38. Training in teaching European citizenship 
 
Educational Aims: 
- To develop your understanding of Europe and the European Union. 
- To develop your understanding of citizenship as a concept and how this relates 
to Europe. 
- To think of language learning as a necessary step to participating in Europe and 
being able to relate this to teaching content. 
 
Intended Learning Outcomes: 
a)  Knowledge and Understanding 
- You will understand what makes a good citizen, both legally and socially. 
- You will understand the importance of your role as a language teacher in opening 
up Europe for your learners. 
- You will understand the workings of Europe, not only on a political level but also 
on a social level. 
- You will be able to talk positively about Europe to your learners and foster an 
interest in international networks and cultural exchange. 
- You will be able to ensure that your learners understand their rights and 
obligations as a European citizen. 
- You will be able foster an atmosphere of respect and understanding in relation to 
the diversity of your learners and within the educational institution. 
 
b) Transferable Skills 
- The content of your lessons will become more varied as you can incorporate 
Europe into your teaching. You will know how to gain access to a wider variety 
of materials and resources. 
 
 
Checklist 
What they do: 
- Trainees are made aware of the workings of Europe and the European Union. 
- They understand citizenship, both from a legal and social point of view. 
- They are aware of how this can be incorporated into the content of their 
teaching. 
- Trainees understand the importance of mobility and to this end have a working 
knowledge of the opportunities available to an individual who wants to study or 
work within Europe. 
How they do it: 
- European citizenship is taught through the educational institution and through a 
trainee’s own research. 
- Trainees are encouraged to seek out material which would support the teaching 
of this subject and to be aware of the relevant websites and information 
providers. 
How they know they do it: 
- European citizenship makes up a clear and comprehensive element of teacher 
education. 
- Trainees are able to talk confidently about issues surrounding Europe. 
- Trainees are able to present cogent arguments regarding European citizenship. 
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39. Training in team-working, collaboration and networking, inside and outside 
the immediate school context 
 
Educational aims: 
- To enable you to understand the importance of team-working, collaboration and 
networking. 
- To be able to use these skills inside and outside the immediate school context. 
 
Intended learning outcomes: 
a) Knowledge and Understanding 
- You will be able to work effectively as part of a team. 
- You will be able how to establish and maintain contacts and networks. 
- You will be able to rely on such connections inside and outside the immediate 
school context. 
 
b)  Transferable skills 
- You will develop good communication skills. 
- You will be able to work effectively as part of a team. 
- You will improve your networking skills. 
 
 
Checklist 
What they do: 
- Trainees can work effectively as part of a team. 
- Trainees establish contacts and networks for greater collaboration, inside and 
outside the immediate school context. 
How they do it: 
- Trainees team-teach with other trainees and with qualified teachers. 
- Trainees are trained in peer observation and peer review. 
- Trainees become conscious of building up and maintaining networks with 
schools and other institutions during time spent working, studying or teaching 
abroad or in your home country. 
How they know they do it: 
- Trainees will see the benefits of work and collaborating effectively in a team 
effort. 
- Trainees understand the necessity of having contacts and established networks to 
rely on and refer to when and where required. 
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40. Training in promoting the importance of life-long learning 
 
Educational Aims: 
- To increase your understanding of the value of life-long learning, both for 
yourself as a teacher and for your learners. 
- To enable you to implement self-study strategies both for yourself and your 
learners. 
- To encourage you to participate in professional development programmes. 
 
Intended Learning Outcomes: 
a) Knowledge and Understanding 
- You will be able to use a number of different methods of self-study. This 
includes the use of ICT approaches. In turn, you can introduce your learners to 
these strategies. 
- You will become accustomed to studying independently and it will become 
something you undertake continuously. 
- You will be aware of the importance of your continued professional development 
and how to initiate this. 
 
b) Transferable Skills 
- You will develop strong independent learning skills. 
 
 
Checklist 
What they do: 
- Trainees are introduced to the importance of life-long learning during the 
theoretical aspects of the teacher education programme. 
- Trainees are introduced to a number of self-study techniques. 
- Trainees are informed of the importance of continuing their professional 
development and maintaining their language competence. 
 
How they do it: 
- Trainees are encouraged to spend time accessing self-study resources. 
- Trainees reflect on the use of self-study methods and develop a strategy which 
works best for them. 
- Trainees can then foster the same understanding in their learners. 
 
How they know they do it: 
- Trainees actively and regularly access self-study resources. 
- Trainees are interested in their professional development and endeavour to carry 
out supplementary or continued training. 
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The Research Process 
 
 
The research process is summarised in the table below: 
 
Research stage Research output 
Consultation of relevant EU and academic 
material on language teacher education 
• Re-draft of Profile 
• Initial development of Profile 
annotation 
Consultative meeting with European 
language teacher education experts  
• Re-draft of Profile 
• Expansion and annotation of 
Profile 
Iterative Delphi questionnaire – three 
rounds 
• Creation of potential new items for 
Profile 
• Major expansion of Profile 
Identification, execution and verification of 
case studies 
• Expansion of Profile with 
exemplifications from case studies 
• Identification of potential 
problems/issues facing Profile’s 
implementation 
Research into quality 
assurance/enhancement 
• Development of quality 
assurance/enhancement guidelines 
based on Profile 
Meeting with Commission representatives • Development of dissemination and 
implementation strategies 
Conference with European language 
teacher experts and educators on annotated 
profile 
• Re-draft of Profile 
• Agreement of conference 
participants to promote Profile 
Meeting with Commission Languages 
Expert Group 
• Revision of report 
Completion of final report draft and 
appendices 
• Draft final report submitted 31 July 
2004 
Revision of final report in light of DGEAC 
response 
• Final report 
  
 
 
 
 
 
 
 
  128
The Delphi Study 
 
 
1. Introduction 
The Delphi study is a three stage iterative questionnaire-based research technique. It 
seeks to establish consensus from a group of selected experts without them having to 
meet. 
 
The aim of the study was to determine the priorities for language teacher education in 
Europe. Accordingly, the participants were asked how they would like to see teacher 
education be improved in their country with particular reference to content, structure 
and the organisation of the education. They were then asked how they thought language 
teacher education would be developed with increased cooperation at a European level.  
 
There were two main objectives of the study. Firstly, to establish which elements of 
teacher education the participants saw as fundamental and which should be incorporated 
in every training programme in terms of content or into the framework of teacher 
education, either on a national or European level. Secondly, to consult with the 
participants and determine what they saw as the issues and limitations of their national 
systems. Equally we wanted to know what they saw as its strengths and examples of 
good practice which should be encouraged elsewhere.  
 
The information gathered by the Delphi study has been used to support the European 
Profile for Language Teacher Education. In some instances it has added items to the 
Profile and it has justified the inclusion of many others. 
 
This report is in five sections. The methodological approaches used are first explained in 
full. The results for each round, both quantitative and qualitative, are examined closely. 
The outcomes and implications of the study are then explained. 
 
2. Methodology  
The Delphi technique is a useful evaluative research tool which generates both qualitative 
and quantitative results. It was developed by the Rand Corporation in the 1950s and was 
originally used as a planning tool for public sector organisations (Delbecq et al; 1975). 
 
The Delphi technique seeks to involve a panel of experts in the active generation of ideas 
and problem-solving but avoids some of the problems which can be associated with 
focus group meetings. Since the participants do not meet during the course of the study, 
there is no danger of any one participant’s ideas being suppressed due to intimidation 
caused by perceived differences in status. It also avoids over-talkers and any one 
participant dominating proceedings, which can often be the case in focus group sessions. 
 
Since the panel can work on their answers in their own time and at their own speed, the 
ideas generated by a Delphi panel are very focused and considered. This is another 
advantage over a focus group meeting which can only operate within a given time frame. 
 
Finally, as the study is conducted by correspondence, the logistical problems and costs of 
gathering a group of experts are also avoided, although the participants of the study were 
offered an honorarium.  
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2.1. Procedures of the Study 
The first round of the questionnaire required the participants to respond to four broad, 
open questions. These asked the participants to think about how the structure, the 
curriculum content and the organisation of teacher education in their country could be 
improved and what benefits they could foresee from greater European cooperation in 
this arena. 
 
From the responses of the first round the research team then selected pertinent 
statements. These were collated and merged into 36 statements organised in eight broad 
categories. The participants were asked to grade each of these on a scale from 1 to 5 and 
add comments about the idea itself and the formulation of the statement. The mean 
values and standard deviations were calculated for each element which meant they could 
be put in order according to the amount of support they received.  
 
In the third round twenty elements, which had a mean value of greater than 4, but a 
standard deviation less than 1, were reformulated, following the suggestions of the 
participants and then presented to them again. Participants were again required to grade 
these and comment on them. 
 
2.2. The Participants 
The group of twelve participants are all in European teacher education. They are all 
currently employed in universities or colleges where they are senior teacher educators. 
Collectively, they are involved in a variety of learning contexts including primary, 
secondary and post-compulsory education and bilingual teaching and learning. 
Depending on the national context, they also represented a mix of postgraduate and 
integrated degree teacher education programmes.  
 
The participants were also selected to represent twelve different European countries. The 
geographical spread included northern and southern countries, countries from the 2004 
rounds of accessions to the European Union and non-EU states. The twelve countries 
represented were: 
- Austria 
- Belgium 
- Bulgaria 
- Germany 
- Ireland 
- Italy 
- Latvia 
- Luxembourg 
- Malta 
- The Netherlands 
- Spain 
- Sweden 
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3.1. First Iteration 
The first iteration of the study required the participants to answer the following four 
questions: 
1. Thinking about the structure of language teacher training, especially the length 
and timing of courses and the modes of delivery (in-service and initial), how do 
you think it could be improved in your country? 
 
2. Thinking about the curriculum content of language teacher training, including the 
balance between theory and practical experience, how do you think it could be 
improved in your country? 
 
3. Thinking about the organisation of language teacher training, especially the 
institutions that are involved in different ways in providing it, how do you think it 
could be developed in your country? 
 
4. In what ways do you think that increased cooperation at a European level could 
further enhance language teacher training in your country? 
 
The participants were asked to answer each question as fully and in as much detail as 
possible. They were also asked to carefully state the context of their comments and ideas 
and to indicate when they were drawing examples from their national situation. 
  
3.2. Analysis of First Iteration 
In their responses to the first round questions, each participant wrote up to a page of 
their ideas. It was then the task of the research team to collate the significant points and 
ideas which could be formulated into the elements for the second round. 
 
Bearing in mind that the general aim of the study, and the project as a whole, was to 
develop a European profile for language teacher education, the research team 
concentrated on comments which were not nationally specific and which would not be 
politically sensitive. 
 
From the four broad questions, a total of approximately 80 different ideas were 
established. This was clearly too great a number to be fed back to the participants in the 
second round. To reduce the volume of initial ideas into a more manageable and realistic 
number, they were first grouped together into categories according to the nature of the 
idea. 
 
These categories were: 
1. Language Awareness and Competency 
2. Curriculum and Syllabus Content 
3. ICT 
4. Mobility 
5. European Collaboration 
6. Networking 
7. Quality Assurance and Accreditation 
8. Trainers and Mentors 
 
Once the categories were established it was easier to see where there was overlap 
between the different ideas and also where ideas could be merged and synthesised to 
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form one comprehensive statement. This process reduced the number of elements to be 
presented to the participants in the second round to 36. It was felt by the research team 
that this number of elements would generate enough information in each of the eight 
categories to be useful to the study and the project as a whole, but would not be 
unmanageable for the participants or produce too much information to be workable. 
 
Within the eight categories, the elements were assigned a letter. This was purely for 
administrative purposes and does not reflect any sort of order or priority.  
 
Below is each of the 36 elements which were presented to the participants in the second 
round, along with comments taken from the first round which justify their inclusion in 
the study beyond this point and, in some cases, illustrate their origins. 
 
1. Language Awareness and Competency 
 
a. Comparative aspects of the mother-tongue and foreign language should be 
taught during initial teacher training to improve learning outcomes 
 
• Learning outcomes would be improved if comparative aspects of the mother-
tongue and foreign language were taught during teacher training. 
• Training should include the teaching of one’s own mother-tongue. 
 
b. Theories of language learning and acquisition should be taught during initial 
training 
 
• More emphasis should be put on theoretical courses specific to language learning 
and teaching. 
• Training should include theories of language learning and pedagogy and language 
awareness. 
• Teachers of languages need to reflect on the process of language learning. 
 
c. Initial language training should include courses in language proficiency and 
the trainee’s language competency should be assessed with reference to the 
Common European Framework 
 
• Training should include courses in language proficiency. 
• A minimum language competency defined by the CEF should be stated for any 
graduate starting teacher training. 
• A trainee’s knowledge of language should not be taken for granted. It must be 
assured that understanding of grammatical elements is appropriate to teaching. 
 
d. The same level of language competency should be reached by all trainee 
language teachers regardless of whether they intend to teach primary, secondary 
or post-compulsory levels 
 
• In a case where universities and teacher training colleges are both training 
teachers, the language competency of those teachers who have graduated from 
university is a lot higher. 
• With the focus on communicative skills and language accuracy a whole 
generation of trainees are less familiar with the meta-language of grammar. 
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2. Curriculum and Syllabus Content 
 
a. Courses should integrate the academic subject, practical training and the 
application of pedagogical theory 
 
• Trainee language teachers should learn how to transmit the knowledge they have 
gained during previous study. 
• More emphasis should be put on theoretical courses specific to language learning 
and teaching. 
• Having a strong academic background in a discipline is less important to a 
language teacher than having knowledge on school relevant themes. 
• Integration of disciplinary academic preparation with practical training and the 
application of pedagogical theory in classroom practices. 
 
b. The content of specific language courses during initial teacher training should 
be relevant to the school curriculum 
 
• Cross-curricula fields such as multicultural education, social studies, 
environmental studies, gender studies, European studies, etc, should be included 
in initial language teacher training. 
• For a language teacher in a school it is less important to have a wide knowledge 
on the old literature of the foreign language whereas it would be more important 
to have knowledge of school relevant themes. 
 
c. Training should include courses on European educational systems so language 
teachers can introduce learners to different academic traditions and be a source of 
information when students travel abroad 
 
• This is not only useful and necessary for themselves, during their stages abroad, 
but it is also essential knowledge that they should be able to give advice to their 
future students in mobility programmes (Comenius, Erasmus, Socrates). 
 
d. Trainee teachers should be given the freedom to experiment with various 
teaching and learning models rather than sticking with one methodological 
approach 
 
• It would be better to allow the trainees to experiment with various teaching and 
learning models. 
• Students leave College with a repertoire [of methodologies]. However, there 
seems to be a need for students to regard what they have learnt more as 
methodological competence rather than a recipe book which can be used until 
retirement. 
• Subject didactics should be first introduced practically through professionally 
orientated language disciplines and later as a separate discipline that helps to 
develop a repertoire of teaching skills. 
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e. New teachers should be encouraged to keep a ‘learning diary’ as a tool for 
reflection on their experiences 
 
• More should be done to enable trainees to establish a connection between theory 
and practice. 
• Teaching and observation practice should be introduced from the beginning of 
the initial training so that students’ pedagogical thinking develops. 
• Exchange of experience can be achieved by keeping a journal and consulting the 
journals of colleagues at the end of the teaching experience. 
 
f. Training should emphasise the importance of action research 
 
• Teaching practice incorporates professionally-related educational research. 
• Valuable professional problem-solving activities. 
 
 
3. ICT 
 
a. In-service training should be offered on ICT specific to language-learning to 
keep teachers up to date with new technologies 
 
• ICT specific to language teaching should be included in initial teacher training. 
• Virtual environments (e.g. Blackboard) should be encouraged to develop a 
teacher’s ICT competency. 
• In-service training on e-learning should be provided. 
• In-service training should keep teachers up to date with new technologies. 
• Training ‘on the job’ should be developed in which teachers learn to use 
technology to develop language materials they then use in the classroom. 
• Measures should be taken to stimulate ICT in-service training provided by 
specialised institutions. 
 
b. A portfolio in which teacher can record their ICT experience should be 
developed 
 
• Teachers could be required to obtain the European Computer Driving Licence, 
or an adapted version for education. 
• An absolute minimum level of ICT competency could be established. 
 
c. A balance between self-study and classroom activities should be established in 
ICT and general training 
 
• ICT should be implemented as an ‘add on’ to the traditional classroom practice.  
• ICT only has real added value if it applies in a classroom in which there is a new 
balance between self-study and classroom activities. 
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4. Mobility 
 
a. Trainees should be encouraged to spend some time observing or teaching 
during their initial training in a region or country where the target language is 
spoken 
 
• Trainee language teachers should complete a stage in a region where the target 
language is spoken during their initial training. 
• Help should be given to provide assistantships abroad. 
• Spending time abroad as part of the training should be a general requirement. 
 
b. Teachers should be encouraged to spend some time teaching or following 
courses abroad as part of their in-service training 
 
• In-service training should be available abroad. 
• It is necessary for teachers to spend regular periods in countries where the 
language is spoken to maintain their language competency. 
• Financial support should be offered to those teachers wishing to undertake some 
training abroad. 
 
c. European wide projects to exchange teaching materials should be encouraged 
 
• It would be very important to have various forms of cooperation in Europe such 
as joint projects on solving common issues, developing learning situations and 
materials. 
 
5. European Collaboration 
 
a. Language teacher trainees should be encouraged to foster international 
networks for the exchange of ideas and information. This could be done virtually 
through a website 
 
• A major goal of language teaching in Europe should be to foster openness to 
others and sharing experiences. This should be done via the forum of a 
European website. 
• A ‘European Language Classroom’ could be set up which would be devoted to 
language teaching and learning across Europe. 
• Teachers should be helped to construct international networks through which 
ideas and experience of didactic methodologies could be exchanged. 
• Trainees should be encouraged to partake in international projects with other 
European trainees. 
• Language teacher training seminars, workshops and conferences should be 
organised at a European level. 
 
b. More courses need to be developed which train students of different European 
countries together 
 
• International Master’s programmes should be developed by international teams 
and then made available on the Internet. 
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• Training should lead to the acquisition of externally recognised certificates. 
 
c. A teacher should be recognised for their participation at a European level 
 
• This recognition would be in terms of financial incentives or in terms of career 
development. 
• Cooperation at a European level can only be successful if it is supported at a local 
and national level. 
 
 
d. There should be harmonisation at a European level concerning continuing 
education and life-long learning 
 
• Where there is no clear policy on the provision of in-service education and life-
long learning, reforms are needed including harmonisation with the 
developments in the EU. 
 
 
e. There should be cooperation at a European level to standardise the provision of 
in-service training 
 
• There needs to be a systematic re-thinking and re-organisation of in-service 
training. 
• Institutions should have an obligation to cater for in-service education for their 
staff. 
 
f. A certain set of components could be decided, and those countries which meet 
these conditions would formally recognise each others’ professional qualifications
 
• Increased cooperation at a European level should begin by mutual recognition of 
the programmes of teacher education from the different countries in Europe 
• More and more detailed comparisons with language teacher training in other 
European countries would definitely be beneficial. 
 
6. Networking 
 
a. Stronger links need to be established between educational institutions, schools 
and in-service training providers 
 
• All institutions, departments and units involved in teacher education should work 
as a team. 
• Links should be initiated between higher education institutes, teacher and teacher 
training providers as a means of exploring and updating the relevance of teacher 
training programme content. 
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b. Training should encourage closer links between trainee teachers of different 
languages 
 
• This is a form of interdisciplinary training that will have beneficial effects for 
teachers and pupils. 
• Organising common training projects for all language teachers has stimulated 
discussions on teaching strategies and learning objectives. 
 
c. Close cooperation is necessary between Departments of Modern Languages 
and Departments of Education within the university 
 
• Having one department responsible for all parts of language teacher training 
makes the integration between subject studies and didactics easier. 
 
 
d. Newly qualified teachers should remain in contact with their 
university/educational institution to receive systematic in-service guidance and 
support 
 
• Initial teacher training should be extended beyond the current mode of 
certification to include systematic in-service guidance and support for at least the 
first two years of teaching. 
• This means schools and school networks are responsible for the ongoing support 
of young teachers. 
 
e. Schools should play a central and effective role in the provision of in-service 
training for their teachers 
 
• Schools play a central role in the training process. 
• Cooperation between schools and universities is extremely important. 
• If this process is bottom-up, it means that institutions can provide the best 
independent in-service training for the schools. 
• In-service training should be available to keep teachers up to date on 
developments in methodological research. 
• Relationships should be strengthened between educational institutions and 
schools. 
 
7. Quality Assurance and Accreditation 
 
a. A validated European system of quality assurance should be developed to 
which national training systems can refer 
 
• European quality assurance standards should be followed to stimulate teachers’ 
mobility. 
• Institutions providing in-service training should be accredited according to 
common criteria which take its reference from a European benchmark, defined 
at a European level. 
• A European advisory group responsible for a shared system of quality assurance 
should be established to which national training systems could refer. 
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b. A general European framework of reference for the training of language 
teachers should be implemented and serve as a standard for curriculum and 
syllabus design 
 
• There is a need for a general framework for the training of language teachers 
which is ready to be implemented. 
• This will serve as a standard for curriculum and syllabus design in the future. 
 
c. Training should lead to the acquisition of recognised external certificates 
 
• These could realise the principles of general language policy and explicitly refer to 
the suggestions of the European Commission or Council of Europe. 
 
d. Admission requirements for initial teacher training should be standardised at a 
national and European level 
 
• A student’s language competence should be tested upon the start of the initial 
training course. 
• Assessment and intake procedures should be developed at national and 
European level. 
• The introduction of the B.A-M.A system theoretically compels training providers 
to define initial requirements and aims according to European quality standards. 
 
 
e. Assessment should focus on professional situations where a trainee has the 
opportunity to display their competencies 
 
• The focus of appraisal/assessment should move from the description of 
competences towards an analysis of typical professional situations which require 
these competences. 
 
f. A variety of evaluative techniques should be used to assess trainee teachers 
 
• If the whole future of the teacher’s career is based on passing two exams then the 
exam pressure is too great. It would be better if assessment were continuous and 
combined self-, peer- and teacher-assessment. 
• The repertoire of control forms to get richer information about the student’s 
professional development should be considered and new evaluation techniques 
should be introduced. 
 
8. Trainers and Mentors 
 
a. School-based mentors should receive training on how to mentor 
 
• Formal training of mentors should be introduced. 
• School-based tutors should receive training on how to tutor. 
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b. More emphasis should be placed on the training of trainers 
 
• There should be increased cooperation across Europe in the training of trainers. 
• International exchange would be beneficial to trainers. 
 
c. Contacts between trainers should be formalised and more frequent 
 
• Increased contact between trainers would facilitate further cooperation and 
coherence between trainees and would be beneficial for the development of 
mutually used materials. 
 
4.1 Second Iteration 
For the second iteration of the Delphi study begins to ask the participants to prioritise 
the ideas from the first round and to comment with some precision on the statements 
made.   
 
The panel was presented with the 36 elements gathered in the first round.  
For each of the elements they were required to perform three tasks. Firstly, they graded 
each one from 1 to 5 on a Likert scale according to how important they viewed it in 
language teacher education.  To back this up, and to highlight any areas of confusion, 
they were then asked to mark each element as ‘optional’, ‘desirable’ or ‘essential’. The 
participants were asked to limit the number of elements they marked as ‘essential’ to ten. 
This was to ensure that they really prioritised the elements and considered each one 
carefully. We then asked them to comment on each element, giving justifications for their 
grading and identifying any further points, elements which could be merged or areas 
which needed clarification.   
 
4.2. Analysis of Second Iteration 
Having received the questionnaires, the research team carried out three stages of analysis. 
For each element we calculated the mean value of the Likert scale and then the standard 
deviation. This then meant that we could put the elements in a clear order according to 
the amount of support they received. Again here ‘essential’, ‘desirable’ and ‘optional’ 
served to reinforce the Likert scale. We then looked at the comments the participants 
had attached to their responses. The comments would often support the grading of a 
particular element or give examples of why it is not important / very important 
according to the individual’s own professional experience. The participants’ comments 
also highlighted where they disagreed with the wording of an element or felt that is was a 
repeat of another element. 
 
Table 1 below shows the second round elements in order of their mean value and 
standard deviation. 
 
Since the aim of the Delphi study is to gather consensus amongst the participants and 
enable them to focus their attention on the elements which are the priorities for language 
teacher education in Europe, it was decided that in the third iteration the panel would 
only comment again on those elements which received the most overall support in the 
second round.  
 
To this end, the research team came to the conclusion that only the elements with a 
mean value greater than 4 and a standard deviation less than 1 would be taken through to 
the next round 
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Element Mean Value Standard 
Deviation 
Essential 
Marks 
Rank 
8a 5.00 0.00 10 1 
2a 4.67 0.62 6 2 
1b 4.58 1.11 7 3 
7e 4.45 0.5 4 4 
6a 4.42 0.64 7 5 
7f 4.42 0.64 5 6 
4a 4.33 1.03 5 7 
2d 4.33 1.18 6 8 
4b 4.25 0.72 5 9 
8b 4.25 0.72 4 10 
8c 4.25 0.72 2 11 
2f 4.25 0.83 4 12 
6c 4.17 0.8 5 13 
1c 4.08 1.11 6 14 
2e 4.08 1.11 4 15 
5f 4.00 0.71 3 16 
3a 4.00 0.85 4 17 
7a 4.00 0.85 3 18 
6b 4.00 0.85 2 19 
6e 4.00 0.91 3 20 
5a 4.00 0.91 2 21 
7b 3.92 0.95 2 22 
3c 3.82 0.83 3 23 
6d 3.75 1.23 4 24 
2d 3.67 1.11 3 25 
7c 3.64 1.37 3 26 
5c 3.58 1.19 2 27 
5b 3.5 1.12 0 28 
4c 3.45 1.16 1 29 
5d 3.33 1.11 1 30 
1a 3.00 1.22 1 31 
5e 2.92 1.04 2 32 
2c 2.92 1.26 1 33 
7d 2.75 1.42 2 34 
1d 2.67 1.43 2 35 
3b 2.42 1.04 0 36 
 
Table 1 
 
 
There are four exceptions to this rule. Elements 1b, 4a, 2d and 1c all received a mean 
value greater than 4, but have standard deviations greater than 1. In each case the high 
standard deviation was due to one participant marking the element with a 1 or 2. 
However since more than half the panel who stated whether the element was ‘essential’, 
‘desirable’ or ‘optional’ said they were ‘essential’, it was decided that these elements 
should also go through. 
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The 20 elements for consideration in the third round are therefore as follows: 
 
Element Mean Value Standard 
Deviation 
Essential 
Marks 
Rank 
8a 5.00 0.00 10 1 
2a 4.67 0.62 6 2 
1b 4.58 1.11 7 3 
7e 4.45 0.5 4 4 
6a 4.42 0.64 7 5 
7f 4.42 0.64 5 6 
4a 4.33 1.03 5 7 
2d 4.33 1.18 6 8 
4b 4.25 0.72 5 9 
8b 4.25 0.72 4 10 
8c 4.25 0.72 2 11 
2f 4.25 0.83 4 12 
6c 4.17 0.8 5 13 
1c 4.08 1.11 6 14 
5f 4.00 0.71 3 16 
3a 4.00 0.85 4 17 
7a 4.00 0.85 3 18 
6b 4.00 0.85 2 19 
6e 4.00 0.91 3 20 
5a 4.00 0.91 2 21 
 
Table 2 
 
4.3. Reformulation of Elements for the Third Iteration 
According to the comments made by the participants, several of the elements were 
reformulated and four of them were merged into two. 
 
One point that was made by many of the participants, and is relevant to a number of the 
elements, is that ‘teacher training’ should be replaced throughout by ‘teacher 
education’. It was felt by the participants that teacher education referred more to an 
ongoing, long term process, and thus was more appropriate to the elements than teacher 
training which has connotations of a short and finite period of time. 
 
Below are the details of how the elements were reformulated for use in the third round. 
Those not mentioned remained the same. The comments and justifications made by the 
participants have been incorporated into the analysis of the third round.  
 
 
 
4a. Trainees should be encouraged to spend some time observing or teaching 
during their initial training in a region or country where the target language is 
spoken 
 
Several of the participants commented that teaching in a country where the target 
language is spoken would be very difficult as it would mean teaching the trainees’ second 
language to native speakers. This is something that they have not had any preparation 
for. The element should read: 
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During their initial teacher education trainees should be encouraged to spend 
some time, possibly observing teaching, in a region or country where the target 
language is spoken. 
 
 
5f. A certain set of components could be decided, and those countries which meet 
these conditions would formally recognise each others’ professional qualifications
 
It is clear from several of the participants’ responses that ‘components’ needs to be 
clarified. From re-reading the participant’s original statement it seemed that the element 
should read: 
Certain elements which are fundamental to all teacher education should be 
identified. The inclusion of these elements into a teacher education programme 
would allow it to be professionally recognised throughout Europe. 
 
 
6b. Training should encourage closer links between trainee teachers of different 
languages 
 
There was some confusion over the meaning of ‘different languages’. This needed 
clarification. One participant pointed out that ‘closer’ should be ‘close’, to eliminate the 
comparative aspect of the statement. The element should read: 
Language teacher education should encourage close links between trainees who 
are training to teach different languages. 
 
 
7a. A validated European system of quality assurance should be developed to 
which national training systems can refer 
 
Many of the participants stated that any system of quality assurance should allow for 
differing national contexts and the individuality of particular institutions. Several 
participants preferred to refer to the system of quality assurance as a frame of reference 
or a means of reference. The element should read: 
A validated European system of quality assurance should be developed which, 
while taking into account the specific requirements of individual countries, would 
act as a frame of reference for national teacher education systems. 
 
 
8b. More emphasis should be placed on the training of trainers 
 
As ‘education’ should be used instead of ‘training’ for teachers, the same is true for the 
training of trainers. The training of trainers should be ongoing and continuous. The 
element should read: 
Greater emphasis should be placed on the ongoing education of trainers. 
 
Merger of Elements for the Third Round 
The following elements were merged for the third round following the suggestions of the 
participants.  
 
6a. Stronger links need to be established between educational institutions, 
schools and in-service training providers 
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6e.  Schools should play a central and effective role in the provision of in-service 
training for their teachers 
 
Several participants commented that element 6e basically reiterates the statement in 
element 6a, although 6e actually goes further to describe the nature of the relationship 
between schools and in-service education. The element should read as follows:  
Schools and educational institutions should collaborate to provide effective in-
service education for teachers. 
This element is numbered 6e in the third round. 
 
 
7e. Assessment should focus on professional situations where a trainee has the 
opportunity to display their competencies 
 
7f. A variety of evaluative techniques should be used to assess trainee teachers 
 
It was felt by several participants that there was a lot of overlap between these two 
elements and therefore they could be combined to read as follows: 
Assessment should focus on professional situations and a variety of different 
evaluative techniques used to enable the trainees to display their competencies. 
This element is numbered 7a in the third round. 
 
5.1. Third Iteration 
For the third iteration, the panel was presented with the remaining 18 elements, either in 
the original form or revised following the comments of the participants in the second 
round.  
 
Again, for the sake of administrative ease, the elements retained the same numbering and 
were arranged under the same sub-heading as in the second round. 
 
In the same way as the second round the participants were required to grade each 
element on a Likert scale with 1 being ‘not very important’ and 5 being ‘very important’.  
 
With each element, the participants were also presented with a supporting comment. 
This was taken from the comments offered by the participants in the second round. The 
supporting comment served to expand further on the element, giving a full definition of 
it and reasons for its inclusion. Participants were asked to comment on the clarity and 
feasibility of each element. Although it was not specifically required, many of the 
participants referred to the supporting comments in their responses. This was in fact 
helpful in contextualising their answers. In some cases it has also meant that the panel 
members have been able to comment with a lot more specificity and depth. 
 
5.2. Analysis of the Third Iteration 
The table below (table 3) shows the mean values and standard deviations for each of the 
18 elements in the third round. 
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Element Mean
Value
Standard 
Deviation
8a 4.92 0.28 
1b 4.83 0.37 
7a 4.75 0.43 
7e 4.75 0.60 
2a 4.67 0.85 
6e 4.58 0.64 
8b 4.58 0.64 
2d 4.58 0.86 
4a 4.58 0.86 
5f 4.5 0.65 
6b 4.5 0.65 
6c 4.5 0.65 
4b 4.5 0.76 
1c 4..5 0.96 
2f 4.42 0.64 
8c 4.25 0.83 
5a 4.17 0.99 
3a 3.92 0.95 
 
Table 3 
 
5.3. Synthesis of Qualitative Data 
Below is a synthesis of the comments made by the panel for each element during the 
second and third iterations. 
 
These comments, thoughts and ideas have been fed into the Profile for European 
Language Teachers to support and justify a number of the Profile items. 
 
 
1b. Theories of language learning and acquisition should be taught during initial 
language teacher education 
 
Comments: Teachers need to be aware of what language learning entails so they are 
familiar with the factors which promote or inhibit language acquisition. This will also 
enable them to create relevant learning situations. 
 
It was felt that if teachers were to make decisions about teaching they need also to be 
aware of what language learning entails and the factors which affect it (such as other 
languages spoken, mother-tongue).  
 
However several participants pointed out that this notion ran deeper than simply learning 
a theory and would be more accurately described as process which a teacher will activate 
or support. Therefore ‘theories’ of language learning and acquisition should be 
inextricably linked to practice and could be realised through the self-observation of the 
trainee’s own learning process. Moreover, given the changeable nature of ‘theories’, 
language acquisition is an area that should be constantly revisited during the teacher’s 
career. 
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1c. Initial language teacher education should include a course in language 
proficiency and trainee’s language competency should be assessed with reference 
to the Common European Framework 
 
Comments: The greater a teacher’s language competency, the more creative and thus 
effective their teaching would be. Moreover if a teacher has to lapse into the mother 
tongue, the learners will be less encouraged to use the language. Examining language 
competency with reference to the CEF would facilitate mobility. 
 
 
It is widely agreed that a high level of language competency is required if a teacher is 
going to stimulate meaningful communication and culturally appropriate lessons. 
However there is a clear split in the group between those who believed the CEF scales 
should be used in rigid manner to inform the level to which the teacher is able to teach 
and those who thought that the use of the scales is only relevant when viewed in tandem 
with the teaching-learning context. It was felt that the target language need not be used 
exclusively if it became a barrier to communication, and again this would depend on the 
context (i.e. the native language is perhaps the preferred means of communication for 
classroom management with younger learners and would equally be appropriate when 
explaining a complex grammar point to older learners).  
 
Overall, it was felt that the scales of the CEF are useful to facilitate mobility but should 
not necessarily be used definitively. To a certain extent, the national context should also 
be considered. 
 
 
2a. Courses should integrate the academic subject, practical training and the 
application of pedagogical theory 
 
Comments: Teaching is an integrative and interdisciplinary activity in which the teacher 
needs to be able to make choices about their teaching and their students’ learning. 
 
 
The majority of participants commented on the ambiguity of the term ‘academic subject’ 
in this element. This was not something which was particularly noted in the second 
round. Interpretations varied from language learning and acquisition theories to the 
language itself as an academic subject, applied linguistics, educational theory and 
literature.  
 
However, participants expressed an overarching opinion that teaching was an 
interdisciplinary activity and that these three strands formed an integrated whole. 
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2d. Trainees should be given the freedom to experiment with various teaching 
and learning models rather than sticking to one methodological approach 
 
Comments: A variable and flexible approach to teaching is necessary so the teacher is 
able to adapt to different situations when the need arises. 
 
  
It was felt by the majority of the participants that teachers need to be prepared for the 
variety of learning contexts and institutional approaches that they would undoubtedly 
encounter during their careers. They would also need to be reactive and to tailor their 
teaching to the needs of the learners.  
 
In order to do this it is essential that the trainee is presented with a number of different 
approaches and methods. It is then the responsibility of the trainee to develop evaluative 
criteria against which they consider the approach used.  
 
 
2f. Language teacher education should emphasise the importance of action 
research 
 
Comments: Action research is an important tool for ensuring flexibility and reflexivity 
and is essential to raise a teacher’s awareness of the outcomes of their teaching. 
 
 
Responses to this element were divided. For a certain number of participants, action 
research was seen as something that can only really be carried out by experienced 
teachers. Therefore, it is not essential in initial teacher education but is an important tool 
which can be developed during in-service education. On the other hand, it was seen as 
vital in initial teacher education to develop the reflective attitude and developing a 
process of constant analysis and exploration. For many of the participants this process 
was seen as more important than the actual end product of an action research project. 
 
 
3a. In-service education should be offered on ICT specific to language learning to 
keep teachers up to date with new technologies 
 
Comments: Teachers are increasingly called on to use ICT and so their training should 
reflect this. 
 
 
Participants’ responses reflected the fact that ICT is a useful tool to create situations of 
effective learning. It was felt that in-service education in this area would be beneficial so 
long as it was not exclusively of a technical nature. It should include reflection on the 
pedagogical aspects. Moreover, ICT should not be used for its own sake but only when it 
enhances language learning. It was also felt that it is vital that teachers keep abreast of 
technology to meet the new demands of their profession. 
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4a. During their initial teacher education, trainees should be encouraged to spend 
some time, possibly observing teaching, in a region or country where the target 
language is spoken 
 
Comments: Spending some time in a country or region where the target language is 
spoken would be hugely beneficial, not only as an intercultural experience but also to 
improve their own language competency and classroom management in the target 
language, to build up networks, and develop their didactical competency. 
 
 
Overwhelmingly, the panel supported the notion of spending a period of time in the 
country where the target language is spoken as native, not only to improve language 
competence but also to experience the culture first hand. Moreover it was mentioned 
that, by spending a period abroad, a trainee will expose themselves to different methods 
and approaches which may cause them to challenge the ‘norms’ of what they have been 
taught at home.  
 
However, invariably there are financial issues thrown up by this. It is particularly true in 
certain countries that studying abroad proves a massive financial hurdle. 
 
 
4b. Teachers should be encouraged to spend some time teaching or following 
courses abroad as part of their in-service education 
 
Comments: This should be undertaken in a country where the target language is spoken 
to act as a refresher for practising teachers given that language learning should be a life-
long process. It is also a good way of maintaining links with and knowledge of the 
country. 
 
 
On the whole, this idea was supported by the panel. However, as with element 4a, there 
is the financial barrier. Also, as pointed out by one participant, whilst teacher exchange 
programmes are feasible, the partner institutions need to put structures and agreements 
in place to integrate and accredit the teacher’s experiences. 
 
 
5a. Language teachers should be encouraged to foster international networks for 
the exchange of ideas and information.  This could be done virtually through a 
website 
 
Comments: This is an effective method of disseminating good practice and exchanging 
ideas and authentic materials. 
 
 
Several of the participants commented that a European website would be a good forum 
to exchange ideas, materials and good practice.  
 
It was also felt, however, that teachers might find little incentive in participating 
voluntarily in such a project and thus some form of reward system would have to be put 
in place. 
 
  147
Importantly, the participants felt that, whilst a website is a good way of maintaining 
contact, to establish this contact teachers must be brought together face-to-face to work 
on a specific project which has a concrete outcome. 
 
 
5f. Certain elements which are fundamental to all teacher education should be 
identified. The inclusion of these elements in a teacher education programme 
would allow it to be professionally recognised throughout Europe 
 
Comments: This would boost mobility, facilitating exchanges over longer periods and 
develop equality of teachers in different countries. 
 
 
It was generally thought that some form of international standard would be useful. The 
identification of elements which are fundamental to the education of all teachers would 
give national education policies a frame of reference and would allow professional 
mobility. However there is slight hesitation amongst the participants over standardisation 
regardless of national educational cultures and pedagogical traditions. 
 
Participants have also raised the question here of what this common core should include 
and by whom and how it would be defined. 
 
 
6b. Language teacher education should encourage close links between trainees 
who are training to teach different languages 
 
Comments: This would be a good means of intercultural exchange and the exchange of 
good practice. It would also encourage teachers to think of themselves as a ‘language 
teacher’ as opposed to a ‘French teacher’. 
 
 
The panel’s opinions were divided over this element. Certain participants believe that 
language teachers should be kept separate as differences in languages do not make this a 
useful exercise. Others cite the possibility of learning from teachers of other languages as 
it would challenge a trainee’s thinking. This would also enable trainees to see languages in 
a comparative and contrastive light.  
 
Almost all the participants can see the benefits in this type of network for cultural 
exchange and the exchange of materials, particularly for lesser spoken/taught languages. 
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6c. Close cooperation is necessary between Departments of Modern Languages 
and Departments of Education within the university 
 
Comments: Communication between the two departments would ensure that a language 
competency compatible with teaching is developed. It would also ensure further 
integration of language, methodologies of teaching and learning and educational theory 
and practice. 
 
 
The responses to this element illustrated the national divergence between participants. In 
some cases Modern Language Departments are responsible for the training of language 
teachers and in others this is the responsibility of the Department of Education. In both 
scenarios there is overall agreement that it is notoriously difficult to get university 
departments to talk to one another. 
 
Above all, it is stated by participants that language teacher education cannot be seen as 
the integration of the knowledge of the language and the ability to teach this language if 
the respective departments within the university do not cooperate. 
 
 
6e. Schools and educational institutions should collaborate to provide effective in-
service education for teachers 
 
Comments: Schools have a central role to play in the provision of in-service education 
as it is the schools who benefit most directly from it and who know best the needs of 
their teachers. There should be collaboration with educational institutions in order to 
provide teachers with more rounded in-service education. 
 
  
The majority of participants felt that collaboration between the various stakeholders in 
this arena is essential. Close cooperation would be beneficial to all parties. It is in the 
particular interest of the schools to invest financially in in-service education but is the 
responsibility of the educational institution to provide bespoke training. This would all 
need to be formalised in terms of drawing up agreements and contracts. 
 
 
7a. A validated European system of quality assurance should be developed which, 
while taking into account the specific requirements of individual countries, would 
act as a frame of reference for national teacher education systems 
 
Comments: Any system of quality assurance should allow for differing national contexts 
and the individuality of particular institutions. 
 
 
Several of the participants stressed the need for any form of quality assurance to be a 
bottom-up process, reflecting the every day interests and problems of practising teachers. 
The fact that any form of quality assurance should be sensitive to national contexts was 
also reiterated by several participants. 
 
It was generally felt that some sort of European framework would be in line with the 
Bologna Process and beneficial both to Europe as a whole and to individual countries. 
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Such a framework would also mean that educational systems would not suffer from 
excessive fragmentation due to the increased autonomy of universities and schools. 
 
 
7e. Assessment should focus on professional situations and a variety of different 
evaluative techniques used to enable trainees to display their competencies 
 
Comments: Teaching is a multi-faceted set of competences that integrates knowledge 
and skill and the form of assessment used by educational institutions should reflect this. 
 
 
This was seen as vital by all the participants. Teaching is a physical, cognitive and 
affective activity and the evaluative techniques used should reflect this. Trainees should 
be able to display their ‘field-based’ didactical skills as well as their academic knowledge. 
However one participant also made the point that the framework for assessment should 
be transparent and easily understood by the trainees. 
 
 
8a. School-based mentors should receive training on how to mentor 
 
Comments: Mentoring serves as vital link both between schools and educational 
institutes and between theory and practice. We cannot assume that because someone is a 
good teacher they will be able to mentor without training. 
 
 
This element has received overwhelming support during both the second and third 
rounds. It is felt that mentoring needs to be systemised otherwise it will become an ad-
hoc activity. One of the participants pointed towards a system of supervision and advice 
on top of that of the mentoring system. 
 
Several participants mention the need for mentors to be recognised for their work. This 
could take the form of financial awards or a favourable timetable. There could also be 
some form of recognisable qualification. 
 
Mentors also serve as a valuable tool for teacher education institutions as they can offer 
insight into areas which need more attention in the education programme. They should 
provide feedback to universities.  
 
 
8b. Greater emphasis should be placed on the ongoing education of trainers 
 
Comments: A good teacher or academic is not necessarily a good trainer. 
 
 
This element received a lot of support from the panel. It is stated that the starting point 
should be to define a trainer’s competencies but what is expected of them must remain 
within a manageable workload. 
 
A valuable way of educating trainers, brought up by several participants, is via 
international collaboration and face-to-face contact with colleagues abroad and at home. 
These ideas feed into the concept of life-long learning 
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8c. Contacts between trainers should be formalised and more frequent 
  
Comments: Trainers should meet to share knowledge, experience, materials and 
research possibilities. 
 
 
The panel’s responses were divided over this element. A certain number believed that 
contacts between trainers or teacher educators at different institutions would develop 
their professional competencies and guarantee the quality of training programmes. There 
would also be an opportunity to share resources and ideas. At the same time, a number 
of participants see this as an extra burden on the trainers’ time and obligatory meetings 
would not increase the quality of teacher education given. 
  
6. Results 
To analyse the statistical outcomes of the Delphi study, it is important to look at the 
results from both the second and third iterations in tandem. 
 
The table below shows the combined mean value and standard deviation for each of the 
18 elements for both the second and third iterations. They are in order of highest overall 
mean value and lowest standard deviation. The rank position shows where the element 
was positioned in the second round. 
 
For the four elements which were merged following the second iteration, the statistics 
fall under those for 6e and 7e. 
 
As is clear from table 4, those elements which were placed in the top ten after the second 
iteration have remained in the top ten when the statistics from the second and third 
iterations are combined. The only exception to this is element 4b. 
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Element Mean Value Standard Deviation Rank after 2nd 
Round 
8a 4.96 0.2 1 
1b 4.71 0.84 3 
2a 4.67 0.75 2 
7e 4.61 0.57 4 
4a 4.46 0.96 7 
2d 4.46 1.04 8 
8b 4.42 0.72 10 
7a 4.39 0.77 17 
4b 4.38 0.75 9 
2f 4.33 0.75 12 
6c 4.33 0.75 13 
6e 4.29 0.84 19 
1c 4.29 1.06 14 
6b 4.26 0.79 18 
5f 4.25 0.72 15 
8c 4.25 0.78 11 
5a 4.08 0.95 20 
3a 3.96 0.91 16 
 
Table 4 
 
6.1. Consensus and Stability 
Besides being able to arrange the elements in order of the support they received overall 
by looking at the mean value and standard deviation, we are also able to look at the 
elements in terms of their level of stability and consensus. 
 
6.1.1. Consensus 
Since all the elements scored relatively highly over the course of both rounds for the 
purpose of this report consensus should be defined in the following way: 
Over two thirds of the participants have marked the element as ‘very important’ 
over the course of the two rounds. 
 
Table 5 below shows the percentage of participants who marked the element with a 5 
over the course of the second and third round. 
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Element Percentage
8a 95.8 
1b 83.3 
2a 79.2 
7e 65.2 
4a 70.8 
2d 70.8 
8b 54.2 
7a 56.5 
4b 54.2 
2f 54.2 
6c 50 
6e 50 
1c 62.5 
6b 45.8 
5f 41.6 
8c 45.8 
5a 41.6 
3a 41.6 
 
Table 5 
 
 
 
6.1.2. Stability 
To examine the stability of the participants’ opinions we must look at how the way they 
graded elements changed between the second and third iterations. For the purpose of 
this report, stability is defined in the following way: 
Between the two rounds, the percentage of participants who have marked an 
element as ‘very important’ does not change by more than two thirds. 
 
Table 6 below shows the percentage of participants who marked an element as ‘very 
important’ in the second and third iterations, and then the percentage shift between the 
two rounds. 
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Element Percentage in 
Second Iteration
Percentage in 
Third Iteration
Percentage 
Shift 
8a 100 91.6 -8.4 
1b 83.3 83.3 0 
2a 75 83.3 8.3 
7e 45.5 66.6 21.1 
4a 66.6 75 8.4 
2d 66.6 75 8.4 
8b 41.6 66.6 25 
7a 36.4 75 38.6 
4b 41.6 58.3 16.7 
2f 50 50 0 
6c 41.6 58.3 16.7 
6e 33.3 66.6 33.3 
1c 50 75 25 
6b 25 58.3 33.3 
5f 25 58.3 33.3 
8c 41.6 50 8.4 
5a 33.3 50 16.7 
3a 33.3 33.3 0 
 
Table 6 
 
7. Conclusions and Implications 
Table 4 shows that of all the elements there are only five elements which have been 
graded as ‘very important’ by over two thirds of the panel when the results of the second 
and third iteration are combined. These five elements are: 
- 8a. School-based mentors should receive training on how to mentor; 
- 1b. Theories of language learning and acquisition should be taught during initial 
language teacher education; 
- 2a. Courses should integrate the academic subject, practical training and the 
application of pedagogical theory; 
- 4a. During their initial teacher education trainees should be encouraged to spend 
some time, possibly observing teaching, in a region or country where the target 
language is spoken; 
- 2d. Trainees should be given the freedom to experiment with various teaching 
and learning models rather than sticking to one methodological approach, 
 
Table six shows that, in the third iteration, a total of ten items are supported by over 
two-thirds of the participants. This is because the participants were not required to limit 
the number of elements they marked with a 5, as was the case in the second iteration. 
 
Interestingly, table 5 shows that it is the same five elements listed above that display 
stability according to the criteria used. We can therefore conclude that it is these five 
elements that represent the priorities of the panel. 
 
The qualitative data gathered from this study will be used in the main report for the 
European Profile for Language Teacher Education to support the Profile items which 
run along similar lines those developed by the Delphi panel. 
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In addition to this, there are a number of Delphi elements which did not appear in the 
original Profile. These are: 
- 8a. School based mentors should receive training on how to mentor; 
- 7e. Assessment should focus on professional situations and a variety of different 
evaluative techniques used to enable trainees to display their competencies; 
- 8b. Greater emphasis should be placed on the ongoing education of trainers; 
- 6c. Close cooperation is necessary between Departments of Modern Languages 
and Departments of Education within the university; 
- 6e. Schools and educational institutions should collaborate to provide effective 
in-service education for their teachers; 
- 1c. Initial language teacher education should include a course in language 
proficiency and trainees’ language competency should be assessed with reference 
to the Common European Framework; 
- 6b. Language teacher education should encourage close links between trainees 
who are training to teach different languages; 
 
These elements will be further refined and have been included in the Profile. 
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Case Study Methodology 
 
The institutions on which the case studies are based were chosen according to a good 
geographical spread across Europe, a balance between well established and newly 
emerging institutions, as well as in consideration different learner contexts (primary, 
secondary): 
 
Austria – Pädagogische Akademie des Bundes in Tirol 
http://www.pa-tirol.tsn.at 
Based in Innsbruck, the Pädagogische Akademie educates foreign language teachers for 
primary and secondary level. It specialises in areas such as bilingual integrated teaching, 
European Teacher programmes, mentoring, in-service teacher education among others, 
and has numerous links and exchanges with European partners. 
Finland – University of Jyväskylä 
http://www.jyu.fi/tdk/kastdk/okl/english/ 
The University of Jyväskylä offers a wide range of vocationally-oriented courses within 
the English department. It specialises in CLIL teaching, in-service education, intercultural 
teaching and the use of ICT. The university maintains very strong links and exchanges 
with institutions abroad.  
France – Centre international d’études pédagogiques, Sèvres 
http://www.ciep.fr 
Based in Paris, CIEP specialises in short courses for teachers of French as a foreign 
language, teachers of foreign languages and educational administrators. It focuses on 
issues such as curricula, course evaluation, course design and institutional organisation. 
CIEP is also a major research and resource centre whose goal is to facilitate international 
exchange and cooperation. 
Germany – University of Bremen 
http://www.fb10.uni-bremen.de/anglistik 
The University of Bremen is developing the European dimension of its foreign language 
teacher education programme in many directions. It focuses on intercultural and 
multicultural teaching and learning practices, and has strong links with institutions 
abroad in the field of research and teacher education. 
Italy – University of Venice 
http://www.unive.it/nqcontent.cfm?a_id=2328 
The University of Venice focuses on educating teachers for secondary education. It 
offers specialist courses on intercultural education, ICT, reflective practice, action 
research and curricular evaluation.  
Latvia – University of Latvia 
http://www.lu.lv/eng/about/index.html 
Based in Riga, the University of Latvia focuses on integration, cooperation and European 
exchanges in language teacher education. Areas such as reflective practice, mentoring, 
CLIL teaching and research are central to teacher education programmes. 
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Norway – University of Oslo 
http://www.uio.no/om_uio/organisasjon/enheter.html#hf 
The University of Oslo offers a number of postgraduate degrees in primary and 
secondary teaching. It has strengths in the areas of educational policy, school leadership 
and mentoring. There is also emphasis on special needs education and interdisciplinary 
uses of ICT in teacher education. 
Poland – University of Warsaw 
http://www.uw.edu.pl/en.php/gen_inf/struct/faculties.html 
The University of Warsaw has specialist departments for educating teachers of English, 
French and German. Strengths include adult and special needs education, and 
comparative, cultural and European aspects of language teacher education. 
Spain – University of Granada 
http://www.ugr.es/university.htm 
The University of Granada places emphasis on new language teaching methodologies 
and technologies. The university has numerous links with universities worldwide, and 
offers short courses as well as teacher education programmes. ICT research and 
development is a key strength. 
UK – St Martin’s College 
http://www.ucsm.ac.uk/faculties/ 
St Martin’s College offers a number of different education courses for teachers, 
emphasising flexible and modular delivery of courses. There is cooperation with 
numerous European institutions and European projects play a major role in language 
teacher education. Distance learning and dual qualification courses are distinctive 
elements. 
UK – Open University 
http://www3.open.ac.uk/courses/bin/p12.dll?Q02C21#8 
The Open University emphasises distance learning. It offers a variety of certificates, 
diplomas and degrees in language teaching and learning. Key strengths include flexibility 
of approach, use of ICT, incorporation of residential courses and innovative assessments 
methods. Mentoring is also a priority. 
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During the Case study visits the project team covered the following areas: 
 
National Background 
A short summary of the national education setting relevant for the case study was 
provided as a helpful tool for the visit. Information gathered from National Reports, the 
previous report and Eurydice were useful for the overall understanding. 
 
Organisation of institution 
Detailed information on the institution and the area of interest (primary, initial or in-
Service teacher education) was gathered before the visit. Web-based research and request 
of hard-copy information (prospectus, programmes) were essential to this. 
 
People involved 
The identification of specific persons involved in relevant programmes included sources 
like the Internet, personal contacts, Delphi and Consultative Group contacts, previous 
report and case studies. 
 
Department dynamics (i.e. Co-operation between Modern Languages and 
Education) 
The overview of the cooperation of relevant departments in the institution was gathered. 
This was achieved firstly through information on websites but more specifically during 
the visits. A teacher trainee perspective had to be considered. 
 
Courses on offer 
Interesting courses or programmes and a summary of their nature (duration, entry 
requirements, organisation) were be identified. This information was gathered via 
websites, programme and course information (prospectus, etc). A detailed overview and 
thorough understanding was clarified during the visits. 
 
Correspondence with the Profile 
Analysis of innovation and good practice in terms of Profile categories: Structure; 
knowledge and understanding; strategies and skills; values. 
 
Contact persons 
Information on relevant contact persons, including phone and email was gathered. 
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Case Study write-up scheme 
 
1.1 National Background 
1.2 Initial teacher training 
1.3 Continuing teacher education (in service) 
 
2. Case study context 
2.1 Organisation of institution 
2.1.1 Structure 
2.1.2 Content 
 
3. The Profile Elements Exemplified 
3.1 Structure 
3.1.1 Profile element example  
3.1.2 Related item: Profile element example  
 
3.2 Knowledge and Understanding 
3.2.1 Profile element example  
3.2.3 Related item: Profile element example  
 
3.3 Strategies and Skills 
3.3.1 Profile element example  
 
3.4 Values 
3.4.1 Profile element example  
3.4.2 Related item 
 
4. Points to note 
 
5. Summary 
Main strengths: 
 
Areas for further consideration: 
 
6. Contacts/Acknowledgment of sources 
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The table below presents the elements of the profile on which each case study focuses. 
Only the items on which case studies focus in some detail appear in the table.  
 
Key to institutions 
CIEP  Centre international d’éudes pédagogiques, Sèvres, France 
OU  Open University, UK 
PA  Pädagogische Akademie, Innsbruck, Austria 
StM St Martin’s College, UK 
B  University of Bremen, Germany 
G  University of Granada, Spain 
J  University of Jyväskylä, Finland 
L  University of Latvia, Latvia 
O  University of Oslo, Norway 
V  University of Venice, Italy 
W  University of Warsaw, Poland 
 
 
Case Study CIEP 
 
OU PA 
 
StM B G J L O V W 
Profile Item            
Structure            
1  ■  ■ ■  ■ ■ ■ ■ ■ 
2  ■ ■       ■  
3  ■  ■  ■    ■ ■ 
4  ■  ■  ■  ■  ■ ■ 
5 ■  ■  ■    ■  ■ 
6 ■  ■      ■  ■ 
7 ■  ■ ■  ■    ■ ■ 
8     ■     ■  
9   ■         
10 ■         ■ ■ 
11          ■  
12          ■  
13    ■       ■ 
Knowledge 
and 
understanding 
           
14   ■ ■    ■ ■ ■  
15  ■    ■ ■  ■  ■ 
16     ■  ■     
17 ■ ■     ■  ■  ■ 
18 ■ ■ ■  ■     ■  
19 ■           
20   ■        ■ 
21            
Strategies and 
skills 
           
22    ■   ■ ■ ■ ■ ■ 
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23         ■ ■  
24   ■        ■ 
25  ■   ■  ■  ■  ■ 
26  ■   ■  ■  ■   
27  ■  ■ ■ ■      
28 ■          ■ 
29    ■  ■  ■   ■ 
30 ■    ■     ■  
31    ■       ■ 
32        ■    
33   ■  ■    ■   
34 ■           
Values            
35  ■  ■ ■ ■      
36   ■   ■   ■  ■ 
37   ■ ■     ■ ■ ■ 
38   ■    ■     
39 ■    ■ ■      
40  ■     ■     
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Information Sources 
 
Consultative Group 
Gerhard Bach – University of Bremen, Germany 
Kari Sajavaara – University of Jyväskylä, Finland 
Thomas Köll –  Pädagogisches Institut, Innsbruck, Austria  
Hanna Komorowska – University of Warsaw, Poland 
Claudine de Rockere – Société belge des professeurs de français (Communauté 
flamande), Belgium 
Barry Jones – University of Cambridge, UK 
Aud Marit Simensen – University of Oslo, Norway 
Euan Reid - Institute of Education, London, UK (evaluator)  
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